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ABSTRACT
The purpose of this study is to understand the experiences of an art
teacher implementing art education with creative learning principles to cultivate
students’ creative self-efficacy and divergent thinking at one middle school in the
Inland Empire located in Southern California. The research continues to focus on
how self-efficacy and divergent thinking cultivate through the process of art
creation through project-based learning (Puente-Díaz & Cavazos-Arroyo, 2017).
An art education is not a requirement for students to receive throughout their PK12 general education in low socioeconomic schools due to an emphasis on the
general education curriculum to focus on high-stakes standardized testing
(Wexler, 2014). For students in California, one art course is a requirement to
graduate from high school (California Department of Education, 2020). The
framework of this study uses critical race theory and critical pedagogy to examine
students in low socioeconomic communities and inequitable opportunities to
cultivate self-efficacy and divergent thinking when compared to more affluent
communities (Puente-Díaz & Cavazos-Arroyo, 2017; Reichelt et al., 2019).
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CHAPTER ONE
INTRODUCTION

Statement of the Problem
The problem addressed in this study is the lack of opportunities for
students to cultivate self-efficacy and divergent thinking through traditional art
education in the PK-12 curriculum (Kraehe, 2017). Due to high-stakes testing,
the United States has nearly eliminated art education to focus on test preparation
(Wexler, 2014). After years of school districts reassessing and prioritizing general
education, the perceptions of art have changed with art education almost
inexistent (Wexler, 2014). In the majority of school districts, art education is
perceived negatively as unnecessary, or it is valued primarily for affective uses
(Kaimal & Ray, 2017). The negative perceptions of art have diverted resources
and funding for art education to other programs that have yet to improve student
scores on high-stakes tests (“Community/Schools Partnership for the Arts,” 2001;
National Art Education Association, 2001, 2014). Students in low-socioeconomic
communities in California do not have equitable opportunities to have art as part
of their middle school curriculum (Wexler, 2014). As a result, students in lowsocioeconomic communities do not have equitable opportunities to cultivate
divergent thinking or self-efficacy (Apple, 1978; Bourdieu, 1984; Puente-Díaz &
Cavazos-Arroyo, 2017; Reichelt et al., 2019). Students need opportunities in PK-
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12 general education to develop self-efficacy and divergent thinking through art
education (Puente-Díaz & Cavazos-Arroyo, 2017).
Due to high-stakes testing and state standards, schools have eliminated
art education to focus on preparation for mandated standardized testing that
provides funding to public education (National Art Education Association, 2014).
The conceptual framework of this study examines art education to identify if it
effects students’ divergent thinking and self-efficacy. Students need opportunities
to be enrolled in art education to develop self-efficacy and divergent thinking
since students receive relatively the same general education and receive little
differentiation through the students’ curriculum to prepare for testing (Reichelt et
al., 2019; Winders & Smith, 2019). The lack of differentiation in students’
curriculum has led to social issues (L. Garcia, 2017; Reichelt et al., 2019;
Winders & Smith, 2019). The lack of art education in the PK-12 curriculum is, in
itself, a social issue that establishes the theoretical framework of this study as
critical pedagogy and critical race theory. Students need art education that
incorporates creative learning principles to develop self-efficacy and divergent
thinking.

Purpose of the Study
The purpose of this qualitative study will be to understand the experiences
of an art teacher implementing art education with creative learning principles to
cultivate students’ creative self-efficacy and divergent thinking at one middle
school in the Inland Empire located in Southern California. Ideally, the results of
2

this study could be used by educational leaders to integrate art education into the
school curriculum to foster self-efficacy and divergent thinking among middle
school students.

Research Questions or Hypotheses
The research questions guiding this study will be: What teaching
experiences and observations do I, as an art teacher, have in cultivating
students’ self-efficacy when incorporating art education with creative learning
principles? What teaching experiences and observations do I, as an art teacher,
have in cultivating students’ divergent thinking when incorporating art education
with creative learning principles?

Significance of the Study
The significance of this research will be to study self-efficacy and
divergent thinking in middle school students of the Inland Empire located in
Southern California. I would like to identify how students can cultivate students’
self-efficacy and divergent thinking through an art education that incorporates
creative learning principles.
Self-efficacy is an individual’s ability to continue to strive towards a goal
even when mistakes and failing occur (Bandura, 2012; Collins, 2016). Selfefficacy is essential when students are learning academic content for the first
time as students might not initially grasp the concepts of the material taught
(Bandura, 2012; Christenson et al., 2012; Collins, 2016; Dogan, 2015; Lee &
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Mao, 2016; Olivier et al., 2019). Students can get discouraged if they do not
understand the content (Chou et al., 2018). Students can be too embarrassed to
ask teachers for assistance because students are afraid of looking incompetent
in front of their peers (Chou et al., 2018). Self-efficacy will help students to
develop confidence and competence in their ability to achieve the desired
outcome (Bandura, 2012; Collins, 2016).
Divergent thinking is important for students to be able to think and learn
differently from one another (Puente-Díaz & Cavazos-Arroyo, 2017). When
students are learning the same content through general education, students
need opportunities for divergent thinking (Apple, 1978; Puente-Díaz & CavazosArroyo, 2017; Sowden et al., 2015; Yi et al., 2015). Divergent thinking will allow
students to develop their individuality and creativity (Dewey, 1959; Sowden et al.,
2015; Yi et al., 2015).
In a standardized PK-12 curriculum, there are objectively accepted
answers to finding solutions to math problems, English grammar, and science,
which leaves few opportunities for divergent thinking (Apple, 1978; Freire, 2000;
Sowden et al., 2015). Teachers instruct to meet benchmarks, curriculum, and
objective requirements initially believed to prepare students for high-stakes
testing. As a result of prioritizing high-states tests, teachers do not have many
opportunities to engage students’ divergent thinking (Sowden et al., 2015;
Wexler, 2014; Yi et al., 2015). Although subject matter such as math, science,
and English are important, these subject matters are taught to fulfill the obligation
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of high-stakes standardized testing and are not conducive to divergent thinking
(Apple, 1978; Freire, 2000; Wexler, 2014).
If students are learning the same content and students are not able to
differentiate themselves through cultivating divergent thinking, then students are
unfortunately replaceable once the students enter the workforce (Apple, 1978;
Freire, 2000; Sowden et al., 2015). Society expects the majority of students to
learn the same information and take the same high-stakes tests with little
differentiation (Apple, 1978; Lee & Wu, 2017; Standardized Tests, 2019).
The significance of introducing art education that includes creative
learning principles for middle school students in the Inland Empire is that
students will have the opportunity to learn without the consequences of highstakes testing when the students make mistakes or struggle with school subject
matter. The significance of art education combined with creative learning
principles is that middle school students will be able to cultivate self-efficacy and
divergent thinking. As a result of introducing art with creative learning principles,
students will continue to strive to become academically successful even if the
students struggles or encounters challenges in other core student matter classes
(Ellis, 2016). Middle school is a pivotal moment in age for the development of
students to cultivate self-efficacy and divergent thinking which will be an
instrumental time to focus on this group of students (Eagleman, 2019).
Self-efficacy and divergent thinking are both developed through the
process of making art (Puente-Díaz & Cavazos-Arroyo, 2017). The significance
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of this study would be to identify how art educations that implements creative
learning principles cultivates self-efficacy and divergent thinking in middle school
students. The significance of this study would also be to highlight how content
standards and high-stakes testing have stagnated student self-efficacy and
divergent thinking.

Assumptions
1. For the purpose of this study, it is assumed that the lessons developed
are using a high-cognitive curriculum that is based on the California Visual and
Performing Arts State Standards.
2. The art process includes student autonomy, experimentation, feedback,
productive criticism, and the creation of rough drafts and final drafts.
3. It is assumed that the population of the middle school students in this
study is representative of an average inclusive classroom.
4. The researcher collected the data with honesty and trustworthiness.
5. The participants would not perform any differently if the researcher did
not include the students in the study.
6. The stakeholders agreed that the data collection and data analysis was
appropriate for the purpose of this study.
7. The stakeholders had the opportunity to review the findings and agreed
with the results.
8. The purpose of implementing high-stakes testing is to ensure that
students receive the same general education with little differentiation.
6

Delimitations
The purpose of this qualitative study will be to understand the experiences
of an art teacher implementing art education with creative learning principles to
cultivate students’ self-efficacy and divergent thinking at one middle school in the
Inland Empire located in Southern California. I will collect personal experiences
and observational data as part of the research method. I will attempt to collect
data by comparing the experiences of working with students that receive art
education in middle school and students that do not enroll in art education in
middle school. The art education used in the study will use creative learning
principles that encompasses designing, creating, and critiquing new work of their
own and preexisting historical artwork. This research will allow me to compare
experiences of students’ self-efficacy and divergent thinking that have had an art
education that incorporates creative learning principles and students that have
not had art as part of their curriculum. I will be exploring if art education that
incorporates creative learning principles can cultivate self-efficacy and divergent
thinking through project-based learning. Art education that incorporates creative
learning principles will be based on the high orders of thinking that occur in
Bloom’s Taxonomy, Webb’s Depth of Knowledge, and Gardner’s Multiple
Intelligences.
I am exploring art beyond the aesthetic, expression, and emotional
reasons that educators value art for sometimes. I will not be studying art from an
affective or psychomotor perspective. In introductory-fundamental art courses,
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students have the opportunity to develop affective or psychomotor domains.
Researchers value affective or psychomotor domains in art therapy, restorative
justice, and working with senior adults where art is thoroughly effective (“Creative
Arts,” 2006; “Whole Brain Learning,” 2006; Hass-Cohen et al., 2008; Lawrence,
2009).

Definitions of Key Terms
Art. Art is defined as visual and performing arts (VAPA), which includes
dance, media arts, music, theatre, and visual arts (California Arts, 2014; National
Art Education Association, 2014).
Art Education. In art education, students learn the same process of
innovating project-based learning students plan, experiment, develop, create,
and redevelop their artwork if necessary to meet the desired outcome of the
student for the individual assignment (Baker, 2013).
Bloom’s Taxonomy. Bloom's Taxonomy is a framework separated into
different cognitive levels that are used by educators to measure the depth of
learning that is engaged in assessment objectives (Crompton et al., 2019).
Critical Pedagogy. Critical pedagogy is the ability to have students become
critically aware of the social issues that are occurring in their community (Freire,
2000).
Critical Race Theory. Critical race theory uses knowledge that is
interdisciplinary, experiential, and critical to value the knowledge that students
8

have based on their lived experiences, race, gender, and class (Solórzano &
Yosso, 2002).
Divergent Thinking. Divergent thinking is an individual’s ability to think
differently from one another necessary to develop their individuality and creativity
(Puente-Díaz & Cavazos-Arroyo, 2017).
Creative Learning Principles. Creative learning principles is the level of
thinking based on Webb’s Depth of Knowledge and Bloom’s Taxonomy that a
student uses to solve a given problem or question (V. A. Ellis, 2016).
High-Stakes Testing. High-stakes tests are standardized tests used to
measure student success and school funding based on the scores that students
earn on these tests (Kraehe, 2017).
Multiple Intelligences. Gardner (1999) has explored the idea of multiple
intelligences that differentiates learning into separate domains in which students
obtain knowledge. Multiple intelligences include bodily-kinesthetic, interpersonal,
intrapersonal, linguistic, logical-mathematical, musical, naturalistic, and spatial
(Gardner, 1999; Macdonald, 2018).
Rhizomatic Learning. connects concepts acquired inside or outside the
classroom and applies that knowledge to a problem from any subject matter to
create a creative solution (V. A. Ellis, 2016).
Self-Efficacy. Self-efficacy is a student’s ability to cultivate confidence and
competence in their ability to achieve the desired outcome (Bandura, 2012;
Collins, 2016).
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School Tracking. School tracking are pathways that place students on
tracks based on the students’ academic performance, behavior, and cognitive
ability (Reichelt et al., 2019).
Webb’s Depth of Knowledge. Webb's Depth of Knowledge (DOK) is a tool
used to determine the cognitive complexity of a question, activity, or assessment
based on content state standard (Common Core Institute, 2013).

Summary
Chapter one introduced the statement of the problem, the purpose of the
study, the research questions, and significance of the study. The statement of the
problem is that students lack opportunities to cultivate self-efficacy and divergent
thinking through art education in middle schools (Kraehe, 2017). This problem
has occurred due to the near elimination of art education to prioritize high-stakes
testing (Wexler, 2014). The purpose of this qualitative study will be to understand
the experiences of an art teacher implementing art education with creative
learning principles to cultivate students’ creative self-efficacy and divergent
thinking at one middle school in the Inland Empire located in Southern California.
The first research question that this study answer includes what teaching
experiences and observations do I, as an art teacher, have in cultivating
students’ self-efficacy when incorporating art education with creative learning
principles? The second research question that this study answers is what
teaching experiences and observations do I, as an art teacher, have in cultivating
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students’ divergent thinking when incorporating art education with creative
learning principles?
The significance of this study will be to identify if students can cultivate
self-efficacy and divergent thinking through an art education with creative
learning principles. Chapter one also discussed assumptions and delimitations of
the type of art education with creative learning principles that the researcher will
use to conduct this study. Lastly, chapter one covered the definitions that are
used in the body of research, which are needed to understand the purpose of the
study.
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CHAPTER TWO
LITERATURE REVIEW

Introduction
The purpose of this study is to understand the experiences of an art
teacher implementing art education with creative learning principles to cultivate
students’ creative self-efficacy and divergent thinking at one middle school in the
Inland Empire located in Southern California. Art is defined as visual and
performing arts (VAPA), which includes dance, media arts, music, theatre, and
visual arts (California Arts, 2014; National Art Education Association, 2014). The
focus of this study is visual arts. Creative learning principles incorporates higherorder thinking to solve complex tasks by evaluating and analyzing a given
problem to create a solution (Baker, 2013; V. A. Ellis, 2016). An art education
that incorporates creative learning principles creates a hands-on approach to
learning while students find solutions to problems that utilize higher-order
thinking (Baker, 2013; V. A. Ellis, 2016). In an art education that incorporates
creative learning principles , students explore experimentation and divergent
thinking through project-based learning (Wexler, 2014). In art, students are
encouraged to find individual solutions to the same problem and express their
individuality (Dewey, 1959; Hardiman, 2017; K. Robinson, 2017). As students
share their solutions, experiment, and re-create artwork through multiple
renditions, students have the potential to actively gain self-efficacy as the
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students attempt to achieve the desired outcome of their artwork.
Self-efficacy is a student’s ability to develop confidence and competence
in their ability to achieve the desired outcome (Bandura, 2012; Collins, 2016).
Self-efficacy is an individual’s ability to continue to strive towards a goal even
when mistakes and failing occur (Bandura, 2012; Collins, 2016). Self-efficacy is
essential when students are learning academic content for the first time and
students might not initially grasp the content in other school disciplines (Bandura,
2012; Christenson et al., 2012; Collins, 2016; Dogan, 2015; Lee & Mao, 2016;
Olivier et al., 2019). Self-efficacy is important because students can get
discouraged if they do not understand the content, or students can be too
embarrassed by appearing incompetent in front of their peers to ask teachers for
assistance (Chou et al., 2018).
Divergent thinking is a student’s ability to think differently from one
another, think through solutions, opinions, and ability to justify a decision
(Puente-Díaz & Cavazos-Arroyo, 2017). In contrast, schools often use a banking
model to transfer education (Freire, 2000). In the banking model, students
receive histories or truths from education institutions that are deemed appropriate
and necessary to be taught to students (Freire, 2000). The banking model
transfers information from one generation to the next (Freire, 2000). When
students are learning the same content through general education, students may
benefit from opportunities for divergent thinking (Apple, 1978; Puente-Díaz &
Cavazos-Arroyo, 2017; Sowden et al., 2015; Yi et al., 2015). Divergent thinking
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will allow students to develop their individuality and creativity (Dewey, 1959;
Sowden et al., 2015; Yi et al., 2015).
Although there are objectively accepted answers in a standardized PK-12
curriculum in math, English, and science, this leaves few opportunities for
divergent thinking (Apple, 1978; Freire, 2000; Sowden et al., 2015). Teachers are
instructed by education administrators to meet the benchmarks, curriculum, and
objective requirements initially expected to prepare students for high-stakes
testing. As a result of prioritizing high-stakes standardized testing, teachers do
not have many opportunities to engage students’ divergent thinking (Sowden et
al., 2015; Wexler, 2014; Yi et al., 2015). While subjects such as math, English,
and science are essential, such subject areas are taught to satisfy the
requirement of high-stakes standardized testing and are not conducive to
divergent thinking (Apple, 1978; Freire, 2000; Wexler, 2014).
Society expects most students to learn the same information and to take
the same high-stakes tests with little differentiation (Apple, 1978; Lee & Wu,
2017; Standardized Tests, 2019). Self-efficacy and divergent thinking are both
developed through the process of making art (Puente-Díaz & Cavazos-Arroyo,
2017). The intention of this research is to understand the experiences of students
and identify how students can continually develop their self-efficacy and
divergent thinking through an art education that incorporates creative learning
principles. The significance of this study would be to highlight how an emphasis
on core content standards and high-stakes testing have stagnated student self-
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efficacy and divergent thinking because of the lack of an art education that
incorporates creative learning principles. The significance of students cultivating
self-efficacy and divergent thinking would be to become critically conscious
through art education.

History of High-Stakes Testing
Prioritizing Standardized Responses
While standardized testing has been used in the United States (U.S.)
since the 1800s, it was never mandatory to receive school funding (Brosio,
1991). Politics, corporations, and education have become more interrelated and
often do more harm to low-income people and communities of color
(Schniedewind & Tanis, 2017). Standardized testing was first implemented to
ensure that students were learning the content that was grade level appropriate
(Grodsky et al., 2008; Newman & Chin, 2003). Standardized testing which was
originally designed to measure what students have learned has become highstakes testing that determines how schools are funded (Kraehe, 2017). Funding
for schools is dependent on teachers effectively improving student academic
achievement and for students to perform high on standardized tests (Kraehe,
2017).
Both the Nixon and Reagan administrations began to call for education
reform so that the mandated curriculum would be in the best interest of
corporations and policymakers (Brosio, 1991; Howley, 1990). Then continuing
with the George W. Bush and the Barack Obama administrations, many of the
15

corporations worked together with education policymakers to determine which
discipline and which assessments would allow the U.S. to compete economically
on a global market (Lee & Wu, 2017; Smyth, 2008; Wexler, 2014). As the U.S.
continues to be dependent on high-stakes testing to assess the performance of
student learning, students are not performing better on state assessments nor is
the U.S. outperforming other countries in reading, writing, and math
(Standardized Tests, 2019). Since implementing No Child Left Behind (NCLB),
the U.S. reading, writing, and math scores have dropped when compared to
other countries’ test scores (Standardized Tests, 2019).
No Child Left Behind (NCLB) became the framework from 2002 to 2015
for standardized testing for schools throughout the United States to assess
student performance based on standards believed by the federal government to
further education and career paths (Lee & Wu, 2017). Under NCLB, Title I
funding for schools depended on student academic performance, standardized
test scores, and teachers’ ability to help students meet the standards (Lee & Wu,
2017). Obama introduced Common Core State Standards (CCSS) in 2009 that
would grant states the right to determine which standards met the needs of their
students even though the government still designed the standards to prepare for
standardized testing (Wexler, 2014). Under CCSS, the states needed to
incorporate state standards and administer standardized testing to continue
receiving federal grant money but have the autonomy to choose which standards
to implement (Wexler, 2014).
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NCLB and CCSS were implemented to satisfy the education and skill
requirements that educators, policy makers, and corporations, believe that
students should have in order to prepare students for further education and to
create jobs in the U.S. (Lee & Wu, 2017; Wexler, 2014). More than a decade
after the NCLB and the CCSS curriculum have been implemented, the
corporations that promised to bring jobs to the U.S. if the curriculum was
implemented have gone to other countries that have lower taxes, lower work
environment standards, and are able to pay employees lower wages (Guo, 2014;
Kahn & Kellner, 2005). For corporations, the interest has shifted from providing
jobs to students with high test scores to shifting jobs to other countries that have
employees willing to work for less due to globalization and automation (Lipman,
2004; Reich, 2013, 2015).
Many corporations have moved high paying jobs overseas even though
NCLB and CCSS were developed in partnership between the government and
corporations to prepare students to meet the qualifications needed to work for
these corporations (Fletcher et al., 2017; Gordon, 2008; Reich, 2013, 2015).
Even after the corporations have moved these jobs overseas, the government
has not reformed educational policies and standards to leave out the interests of
the corporations (Fletcher et al., 2017; Gordon, 2008; Reich, 2013, 2015). As a
result of reforming education to implement NCLB and CCSS in order satisfy
corporations, students in the U.S. are scoring lower on high-stakes tests than
before the reformed curriculum, leading to students falling further behind in
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education, and being less prepared for further education and future careers (Lee
& Wu, 2017; Wexler, 2014).
In 2009, Obama also implemented the Race to the Top (RTTT) grant that
rewarded schools that performed well academically (Morgan, 2016). Instead, the
RTTT grant incentivized schools to cheat on standardized tests, attendance
records, and reports to receive funding (Morgan, 2016). As a result, schools in
low-socioeconomic communities that needed the funding to perform well began
to perform worse (Morgan, 2016). Instead, RTTT made it possible for private
charter schools to receive funding and consequently closed more public schools
(Wexler, 2014). RTTT, NCLB, CCSS, and standardized testing all brought
forward inequities in education and achievement gaps for students from different
socioeconomic backgrounds (Morgan, 2016; Wexler, 2014).
In 2015, Obama replaced NCLB with the Every Student Succeeds Act
(ESSA), which allowed flexibility to Title I funding to rely less on students’
academic and teachers’ performance (CA Dept of Education, 2020). ESSA
allocates Title I funding based on school Local Control and Accountability Plans
(LCAP) that school districts develop to meet their students’ unique needs (CA
Dept of Education, 2020). Title I funding is based on a formula that looks at the
Census information based on poverty estimates, families who receive assistance,
supported foster homes, neglected or delinquent children with low attendance
(Office of Elementary and Secondary Education, 2019). Title I are federal funds
that support the educational needs of students through “effective, evidence-
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based educational strategies that close the achievement gap and enable the
students to meet the state’s challenging academic standards (CA Dept of
Education, 2020).” The current forms of funding for K-12 public school districts in
California are Title I and LCAP (CA Dept of Education, 2020). Still, the art
classes were already eliminated prior to the implementation of ESSA to focus on
student preparation for standardized testing (Kraehe, 2017).
Interpretations of the effectiveness of high-stakes tests to measure
student knowledge of grade level appropriate content varies when comparing test
scores in the U.S. from when NCLB was implemented in 2002 to 2017 (Grodsky
et al., 2008; Lee & Wu, 2017). Results show that students were already able to
meet grade level appropriate content prior to the implementation of high-stakes
tests while policy makers argue that fifteen years is not long enough to show the
effectiveness of high-stakes tests to measure student knowledge (Grodsky et al.,
2008; Lee & Wu, 2017). Some results of NCLB state that scores of students were
unchanged which means that students were able to learn grade level appropriate
content before high-stakes tests were implemented as a measurement tool for
success (Grodsky et al., 2008). Other sources state that further research needs
to be conducted to determine if high-stakes testing is helping (Lee & Wu, 2017).
The results of high-stakes tests from 2002 to 2017 show that high-stakes tests
were not more successful in measuring students’ knowledge of grade level
appropriate content prior to when high-stakes tests were implemented (Grodsky
et al., 2008; Lee & Wu, 2017).
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Effects of High-Stakes Testing on Defining Success
The United States uses standardized tests to measure student
achievement (Schniedewind & Tanis, 2017). When students score high on
standardized tests, those scores are perceived as measuring their success in
career and college readiness (Schniedewind & Tanis, 2017). If a student does
not score high on the standardized test, that is a perceived indicator of the
student’s failure to be prepared for career and college (Schniedewind & Tanis,
2017). If students received high scores for memorizing preexisting formulas and
were able to recall how to solve problems for a test, that student would be
considered an example of a high-achieving student (Apple, 1978; Elmore, 1996).
Although many states have made attempts in opting-out of standardized
tests, New York in the only state that was successful in 2016 to opt-out of
standardized testing (Schniedewind & Tanis, 2017). Parents in New York
recognized how standardized testing was unfairly being prioritized for funding
and as a result school programs in their state were being defunded
(Schniedewind & Tanis, 2017). Since New York is the only state that opts-out of
standardized testing, it is essential to look at other countries who recognize art
education as a resource to prepare students for higher education and future
careers (Wexler, 2014).
Many countries including Norway, Iceland, Switzerland, Denmark, and
Finland have started moving away from focusing and measuring a country’s
success based on how well students perform on national state tests (D’Acci,
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2011; Natoli & Zuhair, 2011; Pate, 2016). These same countries have also
moved away from evaluating a country’s success based on GDP, income,
investment, capitalism, and global markets. Instead, these countries have begun
focusing on prosperity, innovation, and social progress (D’Acci, 2011; Natoli &
Zuhair, 2011; Pate, 2016). It is only until high-school that students in California
are expected to take one course of art (National Art Education Association, 2014;
Pate, 2016).
Influence of High-Stakes Testing on School Curriculum
The purpose of secondary middle school and high school education is to
prepare students for higher education and future careers (Wexler, 2014).
Curriculum and high-stakes testing was believed to be an indicator of students'
preparedness for higher education and future careers but has instead been used
to withhold funding from schools if students receive low scores on exams
(Wexler, 2014). Students are no longer receiving instruction in classes to prepare
for higher education and future careers since students are having difficulty
meeting the objectives of the standards (Wexler, 2014). Instead, students are
receiving instruction intended to prepare students for standardized tests (Wexler,
2014). Students are receiving instruction that emphasizes test preparation
strategies in terms of how to study for tests, memorizing formulas, and how to
use the process of elimination in responding to questions (Wexler, 2014).
As a result of emphasizing education on test preparation and funding that
is dependent on test scores, students are not receiving a curriculum to meet the
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initial needs of school standards (Wexler, 2014). The initial purpose of school
standards was to have the United States be economically successful, innovative,
and improve the general welfare of the citizens to be qualified for future careers
and higher education (Wexler, 2014). State standards and high-stakes testing
have not met their initial intended conceptualized purpose, which was to better
prepare students for higher education and future careers (Wexler, 2014).
Students’ schools in lower socioeconomic communities receive less funding
because the students do not receive high test scores (Wexler, 2014). Due to
students’ low academic performance and low performance on standardized tests,
schools require students to be placed in school tracking programs to improve
students' performance (Houtte et al., 2012).
School Tracking. School tracking are pathways that place students on
tracks based on the students’ academic performance, behavior, and cognitive
ability (Reichelt et al., 2019). Student can even be placed in a low-level track for
erroneous reasons (Reichelt et al., 2019). An example of an erroneous reason
would be that a student needed an accommodation, differentiation in the way the
lesson was being taught, or further explanation of a problem in the lesson
(Houtte et al., 2012). Students who do not receive the additional assistance could
instead get behind academically and be misclassified as qualifying for low-level
tracking classes (Houtte et al., 2012). Students who are placed in low-level
tracking classes experience lower self-efficacy because of the stigmatization that
these classes carry with them (Houtte et al., 2012). Students that are more likely
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to be disadvantaged and placed in low-level tracking class are students from lowsocioeconomic communities because these students do not have receive
adequate support to perform well academically.
Since art classes are dependent on the academic performance of
students, these students in low economic communities are less likely to receive
opportunities to continually develop self-efficacy and divergent thinking through
art education. Due to time constraints in the classroom, art classes are seen as
nonessential (Lee & Wu, 2017; Lipman, 2004). Since art is not part of the core
curriculum or part of the standardized tests, more time is allocated in classrooms
to subjects that will be on the high-stakes tests (Lee & Wu, 2017; Lipman, 2004).
Students that are in tracking classes are put into low-level tracks until the
students are able to perform well enough to move into general education tracks
or advanced tracks (Houtte et al., 2012). Even if the students were moved to
higher-level tracks, the schools that students attend still might not offer an art
class at the middle school level (Lee & Wu, 2017; Lipman, 2004).
School tracking has been a key component in the education system
(Houtte et al., 2012). Students move through the educational system on different
tracks based on their ability to perform academically (Houtte et al., 2012). Some
students are able to perform at higher levels academically and are placed in
general education or advanced tracks while other students can be placed in lowlevel tracks (Houtte et al., 2012). The education track of a student has
traditionally determined the long-term socioeconomic status of an individual
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(Houtte et al., 2012; Reichelt et al., 2019). The higher the education, the higher
the socioeconomic status that the individual has the potential to obtain (Houtte et
al., 2012; Reichelt et al., 2019).
A student’s academic performance is measured based on scores on inclass assignments, homework, quizzes, in-class tests, and standardized tests
(Houtte et al., 2012). A student’s academic performance does not factor in the
student’s engagement during the time of instruction (Houtte et al., 2012). A
student could potentially perform lower academically if the student is simply not
engaged during the time of instruction (Houtte et al., 2012). As a result of a
student not being engaged during instruction, a student can be mistakenly placed
in a low-level school track (Houtte et al., 2012). Some low-level school tracks are
stigmatized which can cause a student to feel out of place, making it more
difficult for a student to stay engaged to reclassify back into general education
(Houtte et al., 2012).
School tracking has the potential to effect the level of education that
students receive, the education that students’ parents receive, along with the
class and income of families (Reichelt et al., 2019). Tracking can effect the
programs and curriculum that schools implement or the programs and curriculum
that is available to students (Reichelt et al., 2019). One of the key causes of
achievement gap has been school tracking (Reichelt et al., 2019). As a result of
tracking there has been a lack of differentiation in the way that students are
taught with the intention of preparing students for high-stakes testing (Reichelt et
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al., 2019; Winders & Smith, 2019).
High-Stakes Testing’s Impact on the Achievement Gap
An achievement gap occurs in testing when low-income communities of
color have fewer resources to prepare for high-stakes tests, thereby creating a
gap in the scores of low-income communities of color when compared to more
affluent communities in the U.S. (Grodsky et al., 2008). As a result in the
difference in income, students that live in low-income communities continue to
earn low test scores, while students in affluent communities continue to receive
higher test scores (Grodsky et al., 2008). Qualitative research conducted in
California by Grodsky et al. (2008) found that the difference in parents’
socioeconomic status was influenced by standardized test scores that the adults
received as students. The scores earned on standardized tests, used for college
and graduate admissions, were crucial determinates of the adults' socioeconomic
income in the study. Grodsky et al. (2008) used data from the National
Assessment of Education Progress gathered by the United States Department of
Education. Grodsky et al. (2008) examined parents' reading and math scores
when they were 13 years old to determine if there was a relationship between the
scores of the students and the income that they received as adults. Grodsky et
al. (2008) found that the reading and math achievements remained unchanged
between 1984 and 2004 for adults that did not attend college. In contrast,
students that were college-educated performed higher by 30 points during that
same period. Grodsky et al. (2008) suggest that gaps in scores for standardized
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tests increase with individuals from low socioeconomic backgrounds. Title I
funding is supposed to substitute for the differences in parent income (Grodsky et
al., 2008).
However, achievement gaps continue to exist while funding and resources
of public schools are partially dependent on high-stakes tests’ performance
(Schniedewind & Tanis, 2017). Funding and resources of public schools are
partially dependent on high-stakes tests’ performance (Schniedewind & Tanis,
2017). Schools that perform better on high-stakes tests receive more funding,
while schools that perform poorly on high-stakes tests receive less funding and
resources (Schniedewind & Tanis, 2017). Low-income communities lack the
funding and resources needed to inform these parents in low-income
communities that they have the right to opt-out of high-stakes tests
(Schniedewind & Tanis, 2017). In more affluent communities, principals and
teachers had open forums that informed parents of their right to opt-out of highstakes tests (Schniedewind & Tanis, 2017).
As a result of the Serrano v. Priest case and Proposition 13 in California,
affluent communities voted to place a cap on the amount that they were taxed
(Townley & Schmieder, 2010). The reasoning for the cap was that affluent
communities wanted the taxes that they paid to go toward the schools that were
in the affluent communities (Townley & Schmieder, 2010). Affluent families did
not want their taxes to go toward funding low-income communities that needed
additional services and resources to make education equitable (Townley &
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Schmieder, 2010).
Families in more affluent communities are able to afford the additional
services and programs to better prepare their students for high-stakes tests with
or without the provided funding (Schniedewind & Tanis, 2017). Affluent
communities have an economic advantage that allow for the students to continue
to receive funding for programs (Schniedewind & Tanis, 2017). Low-income
communities do not have the same economic advantage as affluent communities
and low-income communities depend on government funding to continue school
programs (Schniedewind & Tanis, 2017). The education that students receive is
reflective of the economic status of the communities that the students live in
(Schniedewind & Tanis, 2017). Low-income communities of color are less likely
to know that they have the right to opt-out of high-stakes tests and prevent the
negative effects of school tracking (Schniedewind & Tanis, 2017).
Sackett et al. (2012) researched whether the education that students
received is a strong determinant of an individual’s social status and that the
education that is received is responsible for college admissions in California. The
study researched whether the scholastic assessment test (SAT) scores effect the
level of education and social class of students and the students’ parents (Sackett
et al., 2012). The study included data from secondary schools, the
socioeconomic status from 143,606 students at 110 colleges, and SAT scores
(Sackett et al., 2012). The study concluded that parental socioeconomic status
and SAT scores were significant factors of determining college admission
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(Sackett et al., 2012). A separate study in Texas found that a family’s
socioeconomic status and parents’ education level effected the opportunities that
are available to their children in the future (Crosnoe & Muller, 2014). To further
show how an art education can potentially counter the negative effects of testing,
Adejumo (2010) explains how relevant art approaches benefit students in lowsocioeconomic communities.
Adejumo (2010) studied how an art program in low-income communities
had an impact on students when the content was relevant to the students’
community. The participants in the study included participants who were between
five to sixteen years old with 98% of the students were African American and 2%
were white (Adejumo, 2010). The research methodology, conducted over a tenyear study, were participant-observations using themes and interviews. Findings
from the Adejumo (2010) study showed that art programs improved the critical
consciousness, self-empowerment, social awareness, and activism of both the
learners in the program and the community that experienced the effects of social
reproduction. The study also found that the involvement of the individuals in the
community art program enhanced participants’ self-esteem, pride in their
community, and enthusiasm for participating in future community projects
(Adejumo, 2010).
Students Perceptions of High-Stakes Testing
The purpose of the qualitative analysis research conducted by CamposHolland et al. (2016) was to examine how students of color experience and
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perceive standardized tests. The study’s design and the methodology included
semistructured interviews with 73 youth participants (Campos-Holland et al.,
2016). The study’s sample included 34 girls and 39 boys whose ages ranged
from ages 13 to 18 in 6-12th grade in the United States (Campos-Holland et al.,
2016). The study's findings were based on the perceptions that the students had
standardized tests during the interviews conducted. The students' perception
varied across grade levels and with students that attended 61 schools that
ranged from magnet, charter, technical, and community schools (CamposHolland et al., 2016). The study’s results showed that students were experiencing
testing overload “under conflicting adult authorities and within an academically
stratified youth peer culture on an ever-shifting policy terrain (Campos-Holland et
al., 2016).” Students found that standardized tests were beginning to have
increased difficulty in addition to the use of technology that they were unfamiliar
with (Campos-Holland et al., 2016). Other students found that the tests were not
relevant because they discovered that the exams were asking similar questions
and became repetitive (Campos-Holland et al., 2016). Adults who were
administering the tests for the students noticed that students were finishing
portions of the tests in five minutes, even though the test was designed to take
approximately 45 minutes (Campos-Holland et al., 2016). In the study, students
described results as “the use of test scores to determine youth’s educational
opportunities was unjust of and potentially harmful to their academic journeys
(Campos-Holland et al., 2016).”
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Perceptions of Art Caused by High-Stakes Testing
If students do not perform well on standardized tests, the schools did not
receive funding for programs that were not considered part of the core curriculum
and classes such as art were reduced (Wexler, 2014) The perception that led up
to the reduction of art classes is that students do not need art to prepare for tests
and one art class is sufficient for students to graduate from high school in
California (Wexler, 2014). Some middle schools in California have eliminated art
classes to implement other programs believed to help students perform higher on
high-stakes tests (Wexler, 2014). An emphasis in schools has been placed on
core classes such as mathematics, science, English, and history that students
are being assessed on in the high-stakes tests while art has been nearly
eliminated within schools in California (Wexler, 2014).
There is a perception in the United States that students do not need art
(Lee & Wu, 2017). This perception has been created with the goal of the United
States using high-stakes testing to measure student academic success (Lee &
Wu, 2017). Student academic success is supposed to be a measurement of how
prepared students are for higher education and future careers (Lee & Wu,
2017). Students are supposed to be prepared to take high-stakes testing through
the curriculum based on state standards that students are taught (Lee & Wu,
2017). The viewpoint of corporations, politicians, and lawmakers have instead
been focused on students’ scores on high-stakes tests and not the overarching
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goal of preparing students for higher education and future careers (Lee & Wu,
2017).
The corporations, politicians, and lawmakers are correct when they say
that students do not need art to prepare for tests but they are not asking if art is
preparing students for higher education and future careers (Wexler, 2014). There
has been data that shows that as the U.S. continues to be dependent on highstakes testing to assess the performance of student learning, students are not
performing better on state assessments nor is the U.S. outperforming other
countries in reading, writing, and math (Standardized Tests, 2019). Even if art not
benefiting students on high stakes tests was a valid argument, there have been
studies that show that art has the potential to increase student achievement in
other disciplines by creating higher-order learning processes by utilizing Bloom’s
taxonomy and Webb’s Depth of Knowledge (DOK) (Tamilselvi & Geetha, 2015).
Art also has the potential to be interdisciplinary and uses multiple intelligences for
student academic achievement (Tamilselvi & Geetha, 2015).
To address the methods of standardized testing that contribute to negative
experiences of students, I draw on the frameworks of critical pedagogy and
critical race theory. The literature will examine the experiences of an art teacher
implementing art education with creative learning principles to cultivate students’
creative self-efficacy and divergent thinking at one middle school in the Inland
Empire located in Southern California. Ideally, the results of this study could be
used by educational leaders to integrate more art education classes into the
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school curriculum to cultivate students’ creative self-efficacy and divergent
thinking. Students who experience art education with creative learning principles
incorporates designing, creating, critiquing, interpersonal and intrapersonal
relationships have the potential to attend higher education and opportunities in
innovative careers (Hass-Cohen et al., 2008; Puente-Díaz & Cavazos-Arroyo,
2017; H. Robinson, 2013).

Organization of the Literature Review
This literature review is organized according to the following major
themes: (a) the history of art education, (b) conceptual framework, (c) theoretical
framework, and (d) rethinking art education to enact critical consciousness. The
literature review concludes with a summary of the critical points outlined
throughout the literature.

The History of Art Education
Art Education During the Renaissance
During the Renaissance period, beginning in the 14th century and ending
in the 17th century, art was a part of all of the other disciplines such as math,
science, and literature (Burnaford, 2001; Burns Gilchrist, 2016; Cevik, 2018; Qian
& Plucker, 2018; Renaissance, 2015; Schaff, 1891; Whitmire K & Beck J, 2010).
During the Renaissance, art was an integral role in contributing to society
through innovation by using art to explore science, technology, engineering, and
math (STEM) (Burnaford, 2001; Burns Gilchrist, 2016; Cevik, 2018; Qian &
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Plucker, 2018; Renaissance, 2015; Schaff, 1891; Whitmire K & Beck J, 2010).
Many of the well-known artists during the Renaissance, including Leonardo da
Vinci and Raphael, integrated art into multiple disciplines (Whitmire K & Beck J,
2010).
Leonardo da Vinci studied anatomy, created blueprints for engineering
and various inventions (Qian & Plucker, 2018; Schaff, 1891). During the
Renaissance, Leonardo da Vinci was using art to design innovative early
concepts for modern day inventions such as the helicopters, parachutes, and
robotics (Qian & Plucker, 2018; Renaissance, 2015). Leonardo da Vinci worked
as an engineer to design water canals for Louis XII and machines to protect the
city for the lord of Milan Ludovico il Moro (Qian & Plucker, 2018; Renaissance,
2015). Leonardo da Vinci depicted these engineering innovative plans by using
illustrations and mathematics (Qian & Plucker, 2018; Renaissance, 2015).
Raphael studied science and math to use a one-point perspective
technique and atmospheric perspective to create paintings that were more
accurate depictions of reality (Burnaford, 2001). Many of the lessons learned
need to be reintroduced from the Renaissance into the classroom to promote
innovation and creativity (Burnaford, 2001; Macdonald, 2018; Perignat & KatzBuonincontro, 2018). Going further back during ancient architecture and
communication, science, technology, engineering, art, and math (STEAM) was
used (Cevik, 2018). Typography, the Roman alphabet, cuniforms, hieroglyphics
are all forms of art and have all had roles in how societies have evolved to
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communicate today using innovation that embraced art education through design
and illustrations (Meggs, 2012).
Innovation. Innovation occurs when interdisciplinary information in
combined to create a new solution or product to solve a problem through projectbased learning (V. A. Ellis, 2016). Innovation is thinking through a problem, using
possible preexisting technology or ideas, experimenting, working collaboratively
to think from multiple perspectives, and developing a solution that is more
effective than the previous solution (Heilman, 2016; Issacson, 2017). The thought
process that occurred during the Renaissance incorporated multiple disciplines of
math, science, and art to develop innovative solutions. Acar and colleagues
(2017) determined that divergent thinking and creativity were necessary in order
for innovation to occur. During the Renaissance, Leonardo da Vinci was using art
to design and engineer innovative inventions (Burnaford, 2001; Macdonald,
2018; Perignat & Katz-Buonincontro, 2018). Today, Apple, the technology
company located in California, has made contributions to developing innovative
solutions to make improvements in the computer and phone industries (Hjorth et
al., 2012). Apple did not invent the phone but instead reinvented the phone
(Hjorth et al., 2012). Apple used preexisting technologies such as the internet,
phone, video, camera, calculator, music player, and reinvented how all of these
devices can be combined into one single device called the iPhone (Hjorth et al.,
2012). As innovation becomes increasingly important for employers, individuals
will need to be able to differentiate themselves from other potential candidates
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through divergent thinking (Du & Chemi, 2017; Macdonald, 2018).
Art education needs to be redesigned as a required subject throughout
general education to get students prepared for careers that require divergent
thinking in order to compete with other countries through innovation (Macdonald,
2018; Pate, 2016).
Although integrating art into other disciplines has benefits that improve
student interest and student engagement, art should not be incorporated by
educators for ultimately improving just test scores (Cevik, 2018; Guyotte et al.,
2015; Perignat & Katz-Buonincontro, 2018). It is important that educators and
policymakers in California recognize how art has historically been a part of the
learning process (2018 Social Progress Index, n.d.; Pate, 2016). Art is valuable
as its own course for students which improves creativity, innovation, and
divergent thinking across different fields of work and education through projectbased learning (2018 Social Progress Index, n.d.; Pate, 2016). In art education,
students learn the same process of innovating project-based learning (Baker,
2013). Project-based learning is a component of art education where students
plan, experiment, develop, create, and redevelop their artwork if necessary in
order to meet the desired outcome of the student for the individual assignment
(Baker, 2013).
It is also important that educators and policy makers in California look at
how countries such as Norway, Iceland, Switzerland, Denmark, and Finland are
leaders in innovation, have moved away from high-stakes testing, and
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incorporated the arts into their curriculum (D’Acci, 2011; Natoli & Zuhair, 2011;
Pate, 2016). Incorporating art education as a required course for middle school
students is worthy of research since art classes and the humanities have
received less funding compared to science and mathematics. As part of this
research we can assess how schools are mediators of low levels of learning
through the banking model (Apple, 1978; De Lissovoy, 2014; Freire, 2000; Lee &
Wu, 2017; Shapiro & Hassinger, 2008; Smyth, 2008; Wexler, 2014). The
common misconception by policy makers remains that art only uses low-levels of
thinking and is only valued for affective or aesthetic contributions (Boehner,
2002; K. Robinson, 2017; Wexler, 2014).
The Historical Role of Art in Education
As the economy in the U.S. has become more dependent on high-stakes
testing, there has been a focus on what content should be taught by educators to
be economically competitive (Darder et al., 2017). The U.S. continues to not take
into consideration how content could be taught successfully by art educators and
how art education has been implemented successfully in the past (Burnaford,
2001; Burns Gilchrist, 2016; Cevik, 2018; Qian & Plucker, 2018; Renaissance,
2015; Schaff, 1891; Whitmire K & Beck J, 2010). Literature indicated that art has
historically been interdisciplinary when looking at how societies have explored
science, technology, engineering, and math (STEM) (Burnaford, 2001; Burns
Gilchrist, 2016; Cevik, 2018; Qian & Plucker, 2018; Renaissance, 2015; Schaff,
1891; Whitmire K & Beck J, 2010). STEM has become the latest effort to reframe
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Common Core and No Child Left Behind (NCLB) to prepare students for future
innovative careers and to prepare students to have the skills that corporations
are looking for (Perignat & Katz-Buonincontro, 2018; Wexler, 2014). There has
even been some effort to integrate art into STEM to create a science, technology,
engineering, art, and math (STEAM) curriculum (Guyotte et al., 2015; Perignat &
Katz-Buonincontro, 2018).
Art education needs to be a required subject that students receive
throughout their PK-12 education. Currently, art education is a required course
that students only need to take for one year in high school (California Department
of Education, 2020; National Art Education Association, 2014). In California, art
education is not a course requirement for students general education in middle
school and elementary school (California Department of Education, 2020;
National Art Education Association, 2014). Due to high-stakes testing, students
are only required to take one course of art during their PK-12 education but only
until high school (Wexler, 2014). Schools with less financial resources for testing
preparation, began to score lower on standardized tests (Wexler, 2014). As a
result, these school began to eliminate art education for programs that were
believed to raise students’ reading, writing, and math standardized testing scores
(Wexler, 2014). Funding that was used for art education was reallocated for
programs believed to help students academically and score higher on
standardized tests (Wexler, 2014). Art education needs to be redesigned as a
required subject throughout general education to get students prepared for
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careers that require divergent thinking in order to compete with other countries
through innovation (Macdonald, 2018; Pate, 2016).
Since there has been an emphaisis on preparing students for high-sakes
testing in the United States, there are few districts that incorporate art education
in to their curriculum since there is no dedicated funding for art (Wexler, 2014). It
is also important that educators and policy makers in California take into
consideration at how low-socioeconomic schools in other states such as Vermont
began integrating an art-based curriculum (Eagleman, 2019). In Burlington,
Vermont the Integrated Arts Academy (IAA) have implemented a curriculum that
the schools incorporate art education into math, science, and English (Eagleman,
2019). Since the schools in Burlington, Vermont have integrated art into their
core curriculum, they have seen an increase in student engagement and
academic achievement (Eagleman, 2019).
The purpose of incorporating high-stakes testing was to prepare students
for future careers and higher education to compete economically with other
countries (Wexler, 2014). In reality, other countries such as Norway, Iceland,
Switzerland, Denmark, and Finland are leaders in innovation, have moved away
from high-stakes testing, and incorporated the arts into their PK-12 curriculum
(D’Acci, 2011; Natoli & Zuhair, 2011; Pate, 2016). Incorporating art education as
a required course for middle school students is worthy of research since art
classes and the humanities have received less funding compared to science and
mathematics. The common misconception by policy makers remains that art only
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uses low-levels of thinking and is only valued for affective or aesthetic
contributions (Boehner, 2002; K. Robinson, 2017; Wexler, 2014).
Benefits of Art in Education
Other emerging or developed economies integrate art education into their
curriculum because these countries recognize the benefits that art has on
innovation and the countries long-term economy (D’Acci, 2011; Natoli & Zuhair,
2011; Pate, 2016). For the middle school students in California to be innovative
and competitive, students should have art courses throughout their general
education to produce higher levels of thinking, self-efficacy, and divergent
thinking (Du & Chemi, 2017; Macdonald, 2018). Art education cultivates and
nurtures self-efficacy through the production of art beyond age three by using
creative learning processes through project-based learning (V. A. Ellis, 2016).
While enrolled in a middle school, students need the opportunity to continually
develop their divergent thinking through art education (Dewey, 1959).
Art education also improves student achievement in other disciplines by
creating higher-order learning processes by utilizing Webb’s Depth of Knowledge
(DOK), multiple intelligences to cultivate self-efficacy, and divergent thinking for
student academic achievement (Gardner, 1999; Hamblen, 1984; Tamilselvi &
Geetha, 2015). Traditional ways of teaching are not preparing students for
attaining the goal of preparing students for higher education and future careers.
Students have the potential to receive an alternative form of engagement through
art education. Though art education, students have the opportunity to receive
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differentiation and accommodations while learning core content through multiple
intelligences (Gardner, 1999; Hamblen, 1984; Tamilselvi & Geetha, 2015).
Multiple Intelligences. As a result of tracking, scholars have identified that
teaching has been limited to banking approaches to education for the sake of
high-stakes testing (Reichelt et al., 2019; Winders & Smith, 2019). Gardner
(1999) has explored the idea of multiple intelligences that differentiates learning
into the different domains that students obtain knowledge. Multiple intelligences
are an essential learning approach because students may be able to acquire
knowledge more effectively as opposed to the traditional banking method
(Gardner, 1999; Macdonald, 2018). Multiple intelligences not only has the
potential to encourage divergent thinking but is designed for students to obtain
knowledge in a way that is suitable for the students’ learning domain and ability
(Gardner, 1999; Macdonald, 2018). When students learn in a domain that meets
the students’ preferred method of learning, students will be able to understand
the content being taught by teachers while maintaining the students’ self-efficacy
(Gardner, 1999; Houtte et al., 2012).
The multiple intelligence domains are bodily-kinesthetic, interpersonal,
intrapersonal, linguistic, logical-mathematical, musical, naturalistic, and spatial
(Gardner, 1999; Macdonald, 2018). Gardner (1999) detailed the different types of
intelligence that students have to show the different ways that students learn
information from their peers and their teachers. Since individual students learn
through various teaching styles, educators must diversify their teaching methods

40

to make their teaching accessible for the diverse learners in their classrooms
(Gardner, 1999; Macdonald, 2018). The teaching strategy that showed to be
successful in getting students to understand the lessons, despite the type of
intelligence that the student had, was using art (V. A. Ellis, 2016; Hamblen, 1984;
Macdonald, 2018; Tamilselvi & Geetha, 2015). Teachers were able to use art to
accommodate and differentiate lessons for students based on the type of
intelligence that showed to be a more successful learning strategy for the
students (V. A. Ellis, 2016; Hamblen, 1984; Macdonald, 2018; Tamilselvi &
Geetha, 2015). Gardner (1999) proposes that individual thinking can become
more complex and more abundant by posing different levels of sophisticated
questions instead of measuring intelligence solely based on intelligence quotient
(IQ). Individual thought becomes more complex and more abundant when
learners hear or observe others at a higher level of thinking (Gardner, 1999;
Macdonald, 2018). Students are more engaged when their preferred learning
domain is implemented through multiple intelligences by teachers. Students are
also able to improve in learning domains that students are struggling in as
teachers differentiate lessons using different modalities for other students that
prefer other domains (Gardner, 1999; Macdonald, 2018). Collectively, all of the
categories of art can be placed within all of the domains of Gardner’s multiple
intelligences by educators (Armstrong, 2018; Gardner, 1999; Macdonald, 2018;
K. Robinson, 2017; Salehi Baladehi & Shirazi, 2017). As teachers expose
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students to different domains of learning, students can potentially learn lessons
from multiple perspectives and cultivate divergent thinking.
Gardner’s idea of bodily-kinesthetic intelligence allows learners to perform
hands-on tactile tasks to physically produce products through project-based
learning (Armstrong, 2018; Gardner, 1999). Interpersonal intelligence is the
ability of an individual to interpret and distinguish the mood, motivations, and
feelings of others (Armstrong, 2018; Gardner, 1999). Intrapersonal intelligence is
the ability of an individual to be self-aware of the strengths and weaknesses of
one’s self (Armstrong, 2018; Gardner, 1999). Linguistic intelligence is the ability
of an individual to communicate effectively, both orally or written (Armstrong,
2018; Gardner, 1999). Logical-mathematical intelligence allows an individual to
calculate numbers effectively, such as a scientist or computer programmer
(Armstrong, 2018; Gardner, 1999). Musical intelligence is the capacity to critique,
compose, and perform music while being able to identify rhythm, pitch, or melody
(Armstrong, 2018; Gardner, 1999). Naturalistic intelligence is an individual’s
knowledge of the environment that includes species and natural phenomena
(Armstrong, 2018; Gardner, 1999). Spatial intelligence consists of the ability to
construct visually represented ideas such as in the case of architects, artists, or
inventors (Armstrong, 2018; Gardner, 1999).
Visual-Spatial can be used while analyzing artwork during written critiques
and while mixing colors to create a color wheel (Tamilselvi & Geetha, 2015).
Linguistic-Verbal intelligence is used when participants respond verbally to quick
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write questions or while creating stories, poems, and poetry (Tamilselvi &
Geetha, 2015). Interpersonal intelligence can be achieved when students
collaborate in pairs, groups, or as a whole class (Tamilselvi & Geetha, 2015).
Intrapersonal students are appealed to when students create individual artwork,
reflect on artwork, and improve artwork (Tamilselvi & Geetha, 2015). LogicalMathematical intelligence is incorporated through the techniques and tools that
students use including using compasses, rulers, one-point perspective,
atmospheric perspective, two-dimensional or three-dimensional drawing renders,
and design (Tamilselvi & Geetha, 2015). Musical intelligence in VAPA is
demonstrated when students are involved in orchestra and band with the
opportunity to use instruments (Tamilselvi & Geetha, 2015). Bodily-Kinesthetic
intelligence is used when students use motor skills to use tools or when students
are involved in the performing arts through dancing and acting (Tamilselvi &
Geetha, 2015). Naturalistic intelligence can be introduced to students by using
the environment as a reference, resource, or subject for instruction (Tamilselvi &
Geetha, 2015).
Tamilselvi and Geetha’s (2015) theory is that incorporating Gardner’s
multiple intelligences into lessons positively effect the progress of the students
while also providing the students with the optimum learning environment. The
research examines each type of intelligence, including verbal/linguistic
intelligence, logical/mathematical intelligence, interpersonal intelligence,
intrapersonal intelligence, naturalistic intelligence, existential intelligence,
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musical, kinesthetic, and spatial intelligence (Tamilselvi & Geetha, 2015). The
study’s research purpose is to show how multiple intelligence teaching strategies
can be used for self-efficacy by educators in the classroom (Tamilselvi & Geetha,
2015). The research design of the study uses content analysis (Tamilselvi &
Geetha, 2015). The research methodology is an analysis of Howard Gardner’s
Multiple Intelligences (Tamilselvi & Geetha, 2015). The study's significant finding
is that students have multiple intelligences and learn differently (Tamilselvi &
Geetha, 2015). The study's limitations are that the study describes how
educators can implement multiple intelligences but do not give an instance of a
similar study conducted in the past (Tamilselvi & Geetha, 2015). A
recommendation for future research would be to conduct a study with actual
students as participants that utilize multiple intelligences to complete a given
class assignment (Tamilselvi & Geetha, 2015). As a part of this recommendation,
students will learn about specific content for a lesson but will be able to submit
student work that is preferable to a students’ strength. A gap in the Tamilselvi
and Geetha’s (2015) study requires that the lesson be implemented in a class
with an optimum learning environment. Tamilselvi and Geetha (2015) do not
define an optimum learning environment by class size, available funding, school
support, and does not consider that a learning environment can be unpredictable.
First Criticism of Multiple Intelligences. Since the inception of multiple
intelligences, there have been broad general criticisms of the theory. Much of the
criticism that multiple intelligences have received is dated back to the early 1900s
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before Gardner developed the theory. One criticism of multiple intelligences was
that there was not enough research on the effectiveness of multiple intelligences
since there was no empirical support from the testing community (Armstrong,
2018). In contrast, the majority of teachers and administrators that have used
Gardner’s multiple intelligences were more familiar with the positive effects of
multiple intelligences that were used to engage students and comprehend
knowledge (Armstrong, 2018).
Critics believed that there was only one overarching intelligence referred
to “Spearman’s g” or ”the g factor” (Armstrong, 2018). The g factor was
developed during the early 1900s and believed that individuals who took one
cognitive test would receive the same score on another cognitive test
(Armstrong, 2018). “The g factor was discovered by the first cognitive testers,
who found that people who scored well on one type of cognitive test tended to
score well on all of them (Armstrong, 2018). Regardless of their contents (words,
numbers, pictures, shapes), how they are administered (individually or in groups;
orally, in writing, or pantomimed), or what they intended to measure (vocabulary,
mathematical reasoning, spatial ability), all cognitive tests measure mostly the
same thing” (Armstrong, 2018).
Second Criticism of Multiple Intelligences. Another criticism that multiple
intelligences has received was a debate about semantics and Gardner’s use of
the word “intelligence” (Armstrong, 2018). Critics believed that what Gardner was
referring to as “intelligences,” should instead be referred to as “capacities” or
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“human cognitive abilities” (Armstrong, 2018). The second part of this criticism
was that these intelligences were secondary or even tertiary to the g factor
(Armstrong, 2018). There was never a debate about whether the multiple
intelligences existed or if the g factor existed (Armstrong, 2018). Instead,
Gardner acknowledged that the g factor existed as the logical-mathematical
intelligence (Armstrong, 2018). However, Gardner recognized in his theory that
logical-mathematical intelligence was as equally important to the seven other
intelligences as well (Armstrong, 2018). For Gardner to classify a type of
intelligence, the intelligence had to be able to produce empirical data based on
the following eight-part criteria (Armstrong, 2018).
The first part of the criteria was potential isolation by brain damage
(Armstrong, 2018). For the first part of the criteria, Gardner observed
intelligences that people continued to have at the Boston Veterans
Administrations (Armstrong, 2018). For some of these patients, they had difficulty
with reading and/or writing after an illness or accident but were still able to sing,
dance, or do math (Armstrong, 2018).
The second part of the criteria is the existence of savants, prodigies, and
other exceptional individuals (Armstrong, 2018). The second part refers to
individuals who have unique abilities computing mathematical equations or
having the ability to play a composition after only hearing it for the first time
(Armstrong, 2018).
Gardner’s third part of the criteria is a distinctive developmental history
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and a definable set of expert “end state” performances (Armstrong, 2018). The
third state refers to when individuals begin to develop their intelligence
(Armstrong, 2018). The third criterion was based on Gardner’s ability to identify
individuals who have reached the end-state of intelligences (Armstrong, 2018).
Noam Chomsky and Lev Vygotsky would be examples of the end-state of
Linguistic intelligence. Mozart or Beethoven would be examples of the end-state
of Musical intelligence (Armstrong, 2018).
The fourth part of Gardner’s criteria is evolutionary history and
evolutionary plausibility (Armstrong, 2018). The early cave paintings in Lascaux,
France are evidence of how human beings have evolved to today’s visual
intelligence through user experiences on mobile devices and the internet
(Armstrong, 2018).
The support from psychometric findings is the fifth part of the criteria
(Armstrong, 2018). The fifth part of the criteria requires that the intelligences that
Gardner identified can be measured through assessments (Armstrong, 2018).
For example, the Wechsler Intelligence Scale for Children assessed Verbal
intelligence through vocabulary, Visual intelligence through picture arrangement,
and Bodily/Kinesthetic intelligence through coordination and object assembly
(Armstrong, 2018).
The sixth part of the criteria recognizes that support from experimental
psychological tasks requires that each intelligence can be isolated and identified
from one another (Armstrong, 2018). This sixth part of the criteria identifies how
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some individuals have superior memories, perceptions, and attention (Armstrong,
2018). These individuals can demonstrate different levels of proficiencies based
on individual intelligences.
An identifiable core operation, or set of operations, is the seventh part of
the criteria (Armstrong, 2018). An example of a core operation is how Musical
intelligence includes sensitivity to pitch or rhythm (Armstrong, 2018). A core
operation can be how an intelligence depends on a type of precision to perform
the kind of intelligence (Armstrong, 2018).
The eighth and final part of the criteria is susceptibility to encoding in a
symbol system (Armstrong, 2018). An intelligence must be able to develop its
symbol, or notational systems, to meet the last part of the criteria (Armstrong,
2018). For example, designers, architects, and engineers rely on Visual
intelligence for the graphical languages that they use (Armstrong, 2018). Critics
of multiple intelligences rely on instruments that measure intelligence through the
use of numbers and standardized testing (Armstrong, 2018). The tools that critics
use are similar to the same standardized testing that is used to measure and
assess student intelligence (Armstrong, 2018). Critics of multiple intelligences
measure “school-like” thinking by relying purely on g-factor intelligence
(Armstrong, 2018). Gardner used several empirical studies from fields including
anthropology, biology, neurology, psychology, sociology, and the arts and
humanities (Armstrong, 2018).
Third Criticism of Multiple Intelligences. The third criticism is that there are
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no practical uses for students to use multiple intelligences in school (Armstrong,
2018). This criticism is self-deprecating of the current education school system
itself. The critics of this claim believe that all students think the same and,
therefore, should be taught the same (Armstrong, 2018). For these critics,
multiple intelligences are not relevant to the school system because critics
believe that all students learn the same (Armstrong, 2018). This is not a criticism
of multiple intelligences as the researchers intended but instead a criticism with
the way that educators fail to design the school system to meet the needs of
students (Armstrong, 2018). If multiple intelligences do not apply to the K-12
school system, this does not mean that multiple intelligences are not applicable
to future careers or higher education. This criticism is only an admission that
critics believe that students do not need multiple intelligences for standardized
testing.
Gardner developed his theory of multiple intelligences in 1983 (Armstrong,
2018). Critics adopted the criticism of multiple intelligences during the Reagan
presidential administration, which began to cut funding to art classes and
implement standardized testing (Armstrong, 2018). Critics of multiple
intelligences favored quantitative data as valid research (Armstrong, 2018). The
critics of multiple intelligences tend to be critics of qualitative forms of data
collections as they reduced students to numbers through quantitative data
(Armstrong, 2018). Critics of multiple intelligences do not consider the
experiences of students when analyzing data (Armstrong, 2018). By 2001, the
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No Child Left Behind law was implemented and left no flexibility for controlled
studies to exist in experimental classrooms (Armstrong, 2018). With the
implementation of No Child Left Behind and its ties to school funding in lowsocioeconomic communities, there have been little to no studies that constitute
valid research in the United States (Armstrong, 2018). Schools in lowsocioeconomic communities would otherwise risk losing their funding if the
school chose not to include state standards (Armstrong, 2018).
Multiple intelligence studies, conducted in the United States, do not exist
because there is not a singular way to incorporate multiple intelligences
(Armstrong, 2018). Multiple intelligences are not a single teaching strategy but
instead a range of strategies, techniques, attitudes, tools, and methods for
teachers to incorporate (Armstrong, 2018). Integrating multiple intelligences at
one school with limited resources would be different at another school with
various resources (Armstrong, 2018). What might be relevant to learn at one
school for a group of students might not be relevant to another group of students
at a different school (Armstrong, 2018).
Universities have worked with educators, administrators, and students
around the world to research the positive effects of multiple intelligences
(Armstrong, 2018). In 2004, Columbia University honored multiple intelligenc
researchers and theoreticians with the prestigious Teachers College Record
(Armstrong, 2018). In separate research, Harvard University studied cognition
and the arts in different ways, including multiple intelligences in a program
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referred to as Project Zero (Armstrong, 2018; Project Zero, 2020). Project Zero
has worked with practitioners in the United States and around the world (Project
Zero, 2020). Conventionally, researchers believe that thinking is a result of
learning in a linear directional way (Project Zero, 2020). Project Zero has
recognized that learning is a positive outcome of thinking that occurs
interchangeably back and forth between learning and thinking (Project Zero,
2020).
Researchers should not reduce the effectiveness of multiple intelligences
to the success or failure of a student on high stakes testing (Armstrong, 2018).
Standardized testing does not measure a student’s engagement, progress,
perception toward school, problem-solving, and documentation of the learning
process to projects and portfolios (Armstrong, 2018). Improvements in all of
these factors are not taken into consideration by researchers in the g-factor
(Armstrong, 2018).
Fourth Criticism of Multiple Intelligences. The fourth criticism is that
Multiple Intelligences “dumbs down the curriculum to make all students
mistakenly believe they are smart” (Armstrong, 2018). This criticism claims that
multiple intelligences are used by educators to simplify learning to create the
perception that all students are learning (Armstrong, 2018). The other part of this
criticism is that learning cannot be rigorous if students are using their strongest
intelligence to learn a given topic (Armstrong, 2018). The response to this
criticism comes from academics and journalists who are far removed from the
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classroom (Armstrong, 2018). These critics believe that lectures, textbooks, and
standardized testing are enough (Armstrong, 2018). Students are expected, by
researchers, to learn one content area without being able to connect it to other
content areas (Armstrong, 2018). Educators who incorporate multiple
intelligences in their classrooms understand that content areas should be taught
simultaneously for learning to occur by students (Armstrong, 2018). These
educators use multiple intelligences to engage the complete selves of the
students and see the difference that it makes in the lives of the students.
Fifth Criticism of Multiple Intelligences. The fifth criticism of multiple
intelligences is that humans only use 10% of their brains to read, write, speak,
and do math (Boyd, 2008; Jarrett, 2015). The myth that humans only use 10% of
their brain has been perpetuated and popularized by celebrated scientists such
as Albert Einstein and Professor William James of Harvard (Boyd, 2008; Jarrett,
2015). When scientists believed that humans used just 10% of their brain, then
qualified scientists such as Albert Einstein should have been encouraged to
explore the intelligences attributed to the other 90% of the brain. If the 10% myth
were true, that would be enough evidence of how much these scientists did not
know about the brain and would highlight what the scientists left unexplored.
These same critics believe that individuals are just left brain or right brain
thinkers (Armstrong, 2018). Intelligence was thought by researchers to be as
simple as reading, writing, speaking, and math (Armstrong, 2018). Instead, the
myth was a misunderstanding of neurological research that discovered the brain
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consisted mainly of glial cells, which has minor functions in the brain (Kalat,
2019). The brain activated much of the research that the critics conducted and
focused primarily on local neurons, or the small parts of the brain that are
activated at a given time (Armstrong, 2018).
Criticism of Multiple Intelligences grew at the same time as the argument
that art education is not a priority for students in general education (Armstrong,
2018; Wexler, 2014). There were never any legitimate criticisms of multiple
intelligences (Armstrong, 2018). Instead, the criticism served as evidence of how
little researchers knew about the brain (Armstrong, 2018). The lack of research
led to myths about art education, the implementation of standardized testing, and
the prioritization of specific content areas (Armstrong, 2018). Outdated myths
have continued to have their lasting effects on the core content that is prioritized
(Armstrong, 2018). Today, general education compartmentalizes core content
into separate courses based on the misconception of the research conducted
during this time (Armstrong, 2018). By having different core contents such as
math and English is acknowledging that there are different intelligences.
Separating these two core contents is also limiting students’ knowledge (V. A.
Ellis, 2016). If knowledge remained compartmentalized, then innovation would be
unlikely to occur (V. A. Ellis, 2016). Innovation occurs at the intersections and
connections where these different content areas meet (V. A. Ellis, 2016). For
example, formulas from math need to be combined by a scientist with a design
from art for engineering a new invention.
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Examples of teaching strategies can exist as differentiation and
accommodating lessons for students (Armstrong, 2018). When students do not
have accommodations, differentiation, or choice, students will likely not be
engaged in an assignment (Armstrong, 2018). When students’ physical or
cognitive abilities are not met, this can lead to students being placed in tracking
English learning courses, intermediate math, or special needs classes (Reichelt
et al., 2019; Winders & Smith, 2019). For example, if a student has developed
their skills more verbally but is required to do every assignment in language arts
by reading and writing then this student would be likely to fail the class. By not
acknowledging the benefits of multiple intelligences, researchers are implying
that since all students learn the same way, learn the same information, and as a
result these students can be taught the same way (Armstrong, 2018). By
acknowledging the benefits of multiple intelligences all students will have
equitable opportunities to achieve higher level of learning through creative
learning principles (V. A. Ellis, 2016).
Creative Learning Principles. Researchers determine creative learning
principles on the level of thinking that it requires a student to solve a given
problem or question (V. A. Ellis, 2016). Creative learning principles use Webb’s
Depth of Knowledge and Bloom’s Taxonomy to gauge the level of learning that a
student achieves through a simple or complex question (V. A. Ellis, 2016).
Creative learning principles also uses Webb’s Depth of Knowledge and Bloom’s
Taxonomy to determine how challenging a question is based on how in-depth a
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student would have to think critically to solve the problem due to a question’s
complexity (V. A. Ellis, 2016). Creative learning principles incorporates higher
level of learning and an art-based learning into an art course where students use
hands-on learning that is interdisciplinary by integrating math, English, and
science courses. Higher levels of learning require more critical thinking, creating,
planning, project-based learning, and analyzing (Ellis, 2016). Lower levels of
learning only require short-term recall and memorizing (Ellis, 2016).
Webb’s Depth of Knowledge. Webb's Depth of Knowledge (DOK) is a tool
used to determine the cognitive complexity of a question, activity, or assessment
based on content state standard (Common Core Institute, 2013). Art education
with creative learning principles incorporates Webb’s DOK questions and
problems an interdisciplinary art-based learning course (V. A. Ellis, 2016). DOK
problems, or questions, have five different levels of complexity (V. A. Ellis, 2016).
The higher the DOK level, the higher level of demand for critical thinking for
students responding to the question or problem (V. A. Ellis, 2016). Level one
questions asks students to recall information such as definitions or asks students
to follow formulas (V. A. Ellis, 2016). Level two questions require that students
collect, organize, and display information by following several steps or by
comparing and contrasting (V. A. Ellis, 2016). Level three questions asks
students to use strategic thinking to plan, justify, and explain a concept (V. A.
Ellis, 2016). Level four questions uses extended thinking to connect, apply
concepts, create, and experiment with students designing an artifact or product
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through project-based learning (V. A. Ellis, 2016).
Bloom’s Taxonomy. Bloom's Taxonomy is a framework separated into
different cognitive levels that are used by educators to measure the depth of
learning that is engaged in assessment objectives (Crompton et al., 2019). Art
education with creative learning principles scaffolds students from lower levels of
Bloom’s Taxonomy hierarchy to various levels of thinking by using art-based
learning (Hamblen, 1984). Bloom’s Taxonomy consists of six different hierarchy
levels of learning objectives that are set by teachers and designed for students
(V. A. Ellis, 2016). These learning objectives vary in difficulty and skill is required
to solve a problem or to find a solution (V. A. Ellis, 2016). The lower-levels of
Bloom’s taxonomy hierarchy are designed to scaffold students from lower-level
skills to the higher-level skills which require more critical thinking (V. A. Ellis,
2016).
Level one of Bloom’s taxonomy, remembering, uses lower-level skills such
as recalling, memorizing, and repeating information (V. A. Ellis, 2016). Level two,
understanding, ask students to explain or paraphrase their response (V. A. Ellis,
2016). Level three of Bloom’s taxonomy, applying, requires that students can
gather information and use the information in a new way (V. A. Ellis, 2016).
Analyzing is level four and includes questions that compare, contrast, and
experiment to find a solution (V. A. Ellis, 2016). Level five, creating, requires that
students develop a new perspective or design and they assemble a new product
through project-based learning (V. A. Ellis, 2016). Level six, evaluating, is the

56

highest level of Bloom’s taxonomy, requires that the student be able to justify a
decision or use judgment to support a position (V. A. Ellis, 2016). The higherlevel skills of Bloom’s taxonomy incorporate all of the preceding lower-level skills
(V. A. Ellis, 2016). For example, level six of Bloom’s taxonomy, evaluating, also
includes creating, analyzing, applying, understanding, and remembering as part
of the same lesson (V. A. Ellis, 2016).
Learning Through the Common Core State Standards. The Common Core
State Standards (CCSS) were designed by education administrators to give
teachers, parents, and students clear learning expectations to prepare students
to receive the knowledge and skills to succeed in college and careers for the
future (Common Core State Standards, 2020; Wexler, 2014). However, the
CCSS does not allow students to think divergently, have multiple perspectives,
nor does it enable students to use divergent thinking to find solutions to problems
(Wexler, 2014). For example, the CCSS expects students to learn how to solve
math problems using one way and expects them to show the work for solving the
math problem in a specific way, even if the student can show work and solve the
math problem using different steps (Wexler, 2014).
Instead of CCSS preparing students for college and careers in the future,
the CCSS prepares students to interpret and respond to questions on highstakes testing (Wexler, 2014). If high-stakes testing continues to be the tool used
to measure students' academic achievement, general education will not prepare
students for higher education and future careers. High-stakes testing will not
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prepare students for real-world experiences but will instead prepare students on
how to take tests.
Educators, policymakers, and corporations who rely on high-stakes testing
perceive art education traditionally as a subject that only requires lower levels of
Bloom’s Taxonomy and lower levels of Webb’s DOK (V. A. Ellis, 2016).
Traditional art education in the United States is perceived only as an activity
focusing on fundamentals of art, affective, aesthetic, or for the sole purpose of
assisting students’ scores on assessments and academic achievement (Baker,
2013). Traditional art education is perceived as beneficial as a social emotional
learning activity or an activity to allow students to become more expressive
(Baker, 2013). Traditional art education is also perceived as a craft to teach
students the fundamentals and basics of techniques and using tools for art
(Baker, 2013). Traditional art would only introduce art as a craft and not
beneficial to students to cultivate higher levels of thinking (Baker, 2013).
Art education in middle school will counter these approaches by giving
students the potential to develop solutions to problems through project-based
learning (Baker, 2013; Wexler, 2014).
Learning Through the Arts. The visual and performing arts (VAPA)
framework uses high-levels of learning that incorporate multiple intelligences in
contrast to the straightforward linear CCSS which teaches curriculum through
problems that have a single solution (Wexler, 2014). The current CCSS
curriculum’s and high-stakes tests mainly use lower level one Depth of

58

Knowledge (DOK) questions that favor recall and memorization, which ties into
the banking model as proposed by Freire (2000) (Wexler, 2014).
Ellis (2016) researched how students can use art to solve problems that
utilize Webb’s Depth of Knowledge and Bloom’s Taxonomy. The process of
combing art, high-levels of DOK, and Bloom’s taxonomy are referred to as
creative learning principles (V. A. Ellis, 2016). Creative learning principles use art
to scaffold students to higher levels of thinking in all levels of DOK and in each
domain of Bloom’s Taxonomy. The higher levels of learning make connections
between previously learned information and continuously reuses the information
to create unique solutions through project-based learning, which is how
innovation occurs (V. A. Ellis, 2016). Students use information from multiple
disciplines in education, culture, and the personal lives of students to create an
innovative solution (V. A. Ellis, 2016).
When art education learning is combined with creative learning principles,
students begin to think at the higher levels of Bloom’s taxonomy (V. A. Ellis,
2016). Students’ learning is scaffolded from the lower levels to the higher levels
gradually (V. A. Ellis, 2016). When students do Quick Writes, the lower levels of
Bloom and Webb are used to scaffold students’ learning to make sure that
students are recalling vocabulary and concepts (V. A. Ellis, 2016). As students
begin to plan, modify, and revise their artwork, the middle levels of Bloom’s
Taxonomy are used (V. A. Ellis, 2016). At this same stage of Bloom’s Taxonomy,
level four of DOK is also achieved, which includes creating, designing, critiquing,
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analyzing, and applying concepts (V. A. Ellis, 2016). Some of the lessons that
students receive in order to think at the higher levels include creating actual
artwork and critiquing their own original artwork and historical artwork (V. A. Ellis,
2016). Creating a written critique involves four different parts: Description,
Analysis, Interpretation, and Judgment of their work, other students’ artwork, and
historical artwork (V. A. Ellis, 2016).
Ellis (2016) conducted a case study that used creative learning processes
on a grading rubric that coincided with the level of Bloom’s Taxonomy and
Webb’s DOK that included one middle school and two high school art teachers.
Following daily lesson plans, students in the Ellis (2016) case study were asked
to create a butterfly design that included using different levels of Bloom’s
Taxonomy and Webb’s DOK. Students received higher grades depending on if
the students used higher levels of Bloom’s Taxonomy and Webb’s DOK for the
students’ butterfly designs (Ellis, 2016). Students who did not put a lot of effort,
used simple anatomy, and basic shapes for their butterfly design received a
lower grade based on the rubric because the students did not choose to critique,
evaluate, or recreate their design (Ellis, 2016). Students that scored higher on
the grading rubric used more designed a more anatomically correct butterfly,
critiqued their designs, used complex shapes, and chose to improve the butterfly
design after the critique (Ellis, 2016).
Although not explicitly stated, the creative learning principles that were
implemented in the Ellis (2016) study cultivated self-efficacy and divergent
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thinking as students were encouraged to score higher on the grading rubric and
attain higher levels of thinking. As a result of the Ellis (2016) study, students
began to need less directions from the teachers and were more self-directed
when art education is integrated with creative learning principles. Students in the
Ellis (2016) study became more creative with their design which can be
interpreted as evidence of divergent thinking. Students showed evidence of selfefficacy as students were motivated to put more effort into the butterfly designs
as students redesigned the butterflies after the critiques. Students used higher
levels of thinking as students made connections of what they were doing in class
to how much effort the students were exerting to complete the butterfly designs
(Ellis, 2016).
Art education that includes creative learning principles differs from
conventional art education in the United States because art education that
incorporates creative learning principles requires higher levels of learning (V. A.
Ellis, 2016). In contrast to how traditional art education is perceived, art
education that includes creative learning principles incorporates project-based
learning that is interdisciplinary (V. A. Ellis, 2016). Creative learning principles
encourages students to develop original ideas and solutions different from other
students’ ideas and solutions (V. A. Ellis, 2016).
Interdisciplinary Learning Through Art. Despite the DOK that a lesson was
based on, art lessons can be scaffolded to help students gain a deeper
understanding of the content (Hamblen, 1984). When a student was able to
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understand the content at a Level one of DOK, self-efficacy levels increased
which helped to motivate a student to challenge themselves (V. A. Ellis, 2016).
When a lesson was curated and differentiated based on the type of intelligence
that a student had, the student showed more interest, self-efficacy, and
motivation to continue the lesson (Macdonald, 2018).
The purpose of Du and Chemi’s (2017) mixed-methods study was to
examine how art can be interdisciplinary and contribute to the core curriculum.
Du and Chemi’s (2017) research methods included the documentation of teacher
and student experiences while creating artwork that incorporates science,
technology, engineering, and math. The study took place in the United Kingdom
during two school terms from 2017 to 2017 (Du & Chemi, 2017). The study’s data
collection included discussions, observations, teacher reflections, photographs
taken by teachers, scrapbooks, workshops, student artwork, audio recordings,
and interviews (Du & Chemi, 2017).
Students created projects that dealt with sustainable creative futures,
environmental change, and learning opportunities for empowerment (Du &
Chemi, 2017). The participants included 12 teachers that were engaged in the
installation, documentation, and art-making (Du & Chemi, 2017). The participants
also involved 21 elementary school students that created interdisciplinary
activities, including sketching for art (Du & Chemi, 2017). For the English part of
the curriculum, students did planning, writing, speaking, reading, and drama (Du
& Chemi, 2017). For math, students analyzed music for patterns and rhythm by
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listening to audio recordings (Du & Chemi, 2017). Students in the study used
science and engineering to test and build shelters made from different materials
(Du & Chemi, 2017).
Du and Chemi’s (2017) findings concluded that as a result of completing
the projects, students described their final experiences differently from their initial
experiences. Students initially described the artwork as “fearful or concerned.” In
contrast, at the end of the study, students evoked emotions to describe their
experiences with the same artwork as “openness of heart and mind (Du &
Chemi, 2017).” Students believed that the opportunity to make artwork made it
possible for them to use their imagination, explore, be creative, and create (Du &
Chemi, 2017). Du and Chemi’s (2017) determined that when students have
spaces to develop artwork that those spaces are “in which innovative learning
engagements emerge” to allow students to create interdisciplinary artwork (Du &
Chemi, 2017).
When incorporating art into other disciplines, students used more in-depth
thought when completing assignments since students are using a hands-on
project-based approach to learning (V. A. Ellis, 2016). When art was integrated
into lessons, students requested more time to complete assignments, signifying
the students’ increased interest, attendance, and engagement in the
assignments (Macdonald, 2018). Teachers also prepared their lessons more indepth to differentiate lessons for students with multiple intelligences (Macdonald,
2018). As students made multiple physical renditions of art to attain the
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desired outcome, students demonstrated an increase in levels of self-efficacy
(Macdonald, 2018).
Baladehi and colleagues (2016) studied what was appropriate for students
to learn in preschool that would be the foundation for all learning to follow in their
lives. Baladehi and colleagues (2016) examined that the education that students
receive in primary school was a determinant for the students’ growth. Baladehi
and colleagues (2016) found that when teachers focused on the individual
differences of students, teachers were motivated to explore different ways of
engaging students. Baladehi and colleagues (2016) concluded that the crucial
point in multiple intelligence allowed students to understand and learn about their
strengths and weaknesses. Baladehi (2016) further found that as students learn
about their weaknesses, they build upon and improve them without getting
discouraged.
Simmons (2001) examined how the arts addressed the intelligences
normally unresearched by academics. When art was incorporated into
curriculum, Simmons (2001) found that art fostered academic skills for students
whose intelligence was outside the traditional parameters that are measured on
high-stakes tests. Simmons (2001) identified ways that multiple intelligences can
improve the teaching that occurred in art programs while multiple intelligences
also reached a wider range of students. Simmons (2001) analyzed multiple
intelligences in different content areas over a one-year period. The participants in
the study included seventh-grade middle school students (Simmons, 2001). The
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findings of the study showed that using a project-based interdisciplinary art
education helped engage multiple intelligences throughout the learning process
of the lessons in the study (Simmons, 2001). The learning process included
developing portfolios that documented the making the art projects from beginning
to end (Simmons, 2001). Simmons’s (2001) study concluded that the crucial
point in multiple intelligence-based instruction was that each type of intelligence
must be implemented. Simmons (2001) concluded that interdisciplinary art
projects are important to engage each type of multiple intelligence.
Art was eliminated from the curriculum to focus more time in schools to
prepare for high-stakes tests (Wexler, 2014). Recently, Garcia and colleagues
(2015) determined the impact of a fine arts program on the reading and math
state tests in Texas. The participants of Garcia’s (2015) study included third
through eighth-grade students in a small rural school district that had art for three
years, two years, or for one year. The data collection method used in Garcia’s
(2015) study included quantitative research in determining what difference art
had on reading and math scores. As a result of the post-test was given to the
participants by Garcia and colleagues (2015), the results concluded that
participation in the arts increased reading achievement for all students and
improved reading and math achievement for both the Hispanic and economically
disadvantaged populations.
Although not explicitly stated, qualities of divergent thinking and selfefficacy are shown to cultivate in students as a result of making artwork in a
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study by Garcia (2017). Garcia (2017) employs project-based art learning to
address societal and community issues in Los Angeles, California.
Garcia (2017) acquired qualitative evidence and artwork artifacts were
collected as data from six students for his research. The evidence that Garcia
(2017) collected contradict the stereotypes about how the students are perceived
and serve as counter stories (L. Garcia, 2017). The students' artwork in the study
is valued for the lived experiences that students endure in their communities and
serve as funds of knowledge (L. Garcia, 2017).
Students in the Garcia (2017) study become more conscious and resilient
to how the students are perceived by stereotypes as they engage in dialogue
about their art projects to depict and address the community challenges. This
resilience can be interpreted as self-efficacy. Divergent thinking is also used in
the artwork created by the students in the Garcia (2017) study as an alternative
strategy to address the community's social issues. Although not explicitly stated
in the study, the project-based art assists students in navigating their way
successful academic achievement with self-efficacy (L. Garcia, 2017).

Conceptual Framework
Bandura’s Work on Self-Efficacy
Self-efficacy is an individual’s level of confidence and competence in their
own ability to complete a task and achieve the desired outcome (Bandura, 1977,
1986, 2012; Collins, 2016). Strong self-efficacy changes negative past
experiences of failing to achieve the desired outcome since past academic
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failings in English and math classes have influenced an individual’s current
mindset (Bandura, 1977, 1986, 2012). As opportunities to develop and maintain
self-efficacy occur, new and positive experiences are introduced (Bandura, 1977,
1986, 2012). Students in middle school have the potential to continually develop
self-efficacy to learn after having negative experiences when failing or struggling
academically.
The development of self-efficacy begins in the early stages of infancy.
Infants that are age three or younger, experience rapid learning. Rapid learning
in infants is a period of time when infants are able to process information, absorb
information, and learn with continual curiosity at a faster rate from the infant’s
experiences. Rapid learning and curiosity in conjunction with self-efficacy allows
infants to learn information faster from their positive or negative experiences.
Even when infants have negative experiences and fail at simple tasks such as
walking, infants learn through self-efficacy (Renner, 2016). Infants continuously
demonstrate self-efficacy in order to learn about their environments to make
sense of the world (Renner, 2016). Infants learn rapidly by being exposed to new
experiences and different environments during their first three years with
continual curiosity (Renner, 2016; Trevarthen, 2011). After the age of three, the
period of rapid learning, through curiosity and self-efficacy, diminishes (Renner,
2016).
Learning still occurs in infants after the age of three but not as rapidly as in
the first three years (Renner, 2016). Self-efficacy, learning, and brain
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development in infants depend on much of the same curiosity, exploration, and
experimenting that is available in art education (K. Robinson, 2017). Learning
and brain development in infants is based on self-efficacy (Renner, 2016;
Trevarthen, 2011). Infants learn from failing, continue to be persistent, and
experiment through their curiosity (Renner, 2016; Trevarthen, 2011). As infants
fail, they make stronger and newer connections in their brain that allow the
infant’s brain to be more efficient in knowing how to complete a task with
competence (Renner, 2016; Trevarthen, 2011).
After the age of three, the brain’s plasticity continues to change but not as
rapidly as in infancy unless otherwise stimulated while self-efficacy begins to also
diminish (Eagleman, 2019; Hass-Cohen et al., 2008; Renner, 2016; K. Robinson,
2017; Trevarthen, 2011). Self-efficacy in children begins to decrease over time
as children begin to have negative experiences when they are unable to obtain
desired goals (Bandura, 2012). As students begin to be challenged academically
through curriculum and high-stakes testing, students with lower levels of selfefficacy are more likely to not be persistent academically when they have a
negative experience with failing academically (Bandura, 2012).
As children grow out of infancy, children need to receive different teaching
strategies from instructors in order to continually develop self-efficacy, continue
their interests, and to be prepared for further education and career
paths (Gardner, 1999; K. Robinson, 2017; Smyth, 2008). Art plays a role in
cultivating self-efficacy and divergent thinking through art education with creative
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learning principles (Hass-Cohen et al., 2008). After the age of three there are few
opportunities for students to stimulate their brain’s plasticity (Hass-Cohen et al.,
2008). Art has shown to stimulate the brain’s plasticity on multiple levels and is
capable of stimulating student’s brains past the age of three. (Hass-Cohen et al.,
2008). Art is beneficial for not just expressive or aesthetic reasons but also for
cognitive development (Baker, 2013; Hass-Cohen et al., 2008). Art is capable of
stimulating past experiences and reinforcing existing language and memory
(Hass-Cohen et al., 2008). Making art stimulates senses supporting the brain’s
reserve (Hass-Cohen et al., 2008). Andreasen (2005) studied processes and
experiences of artists who are considered geniuses, including Wolfgang
Amadeus Mozart and Samuel Taylor Coleridge. Andreasen (2005) also studied
artists of the Golden Age, Renaissance Florence, and 19th century Paris.
Andreasen (2005) looked at the artists of these different time periods and the
opportunities that occurred to allow creativity through project-based learning. By
the end of Andreasen’s (2005) study, they asked how many creative minds have
been lost because the individuals were never nurtured or given the opportunity to
grow and flourish. Based on the research of Hass-Cohen (2008), art had the
potential to give individual the opportunity for students to continually develop selfefficacy and even allow the brain to develop new neurons.
Cultivating Self-Efficacy Through the Arts
In a study conducted at an elementary school located in a low-income
community of Burlington, Vermont, art education was incorporated into core class
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content such as math, science, and English (Eagleman, 2019). In the study,
students were able to develop self-efficacy when creating, exploring, and
experimenting through project-based learning (Eagleman, 2019). Prior to
implementing art in core content, the school was at risk of being shut down due
to low student academic achievement (Eagleman, 2019). Before art was
integrated into the curriculum, only 17% of the third-grade students were
proficient in the math portion of the standardized test (Eagleman, 2019). Five
years after incorporating arts into the curriculum, 66% of the students achieved
math proficiency on the standardized test (Eagleman, 2019). This study infers the
students were able to develop self-efficacy when they were engaged in an artbased curriculum to complete the same core content assessments compared to
when art education was not incorporated (Eagleman, 2019).
Moorefield-Lang (2010) studied whether art education has a relationship
to eighth-grade rural middle school students’ motivation and self-efficacy. The
participants of the study included ninety-two middle school students that were in
the eighth-grade (Moorefield-Lang, 2010). Moorefield-Lang (2010) used student
questionnaires, focus-group interviews, and follow-up interviews that conducted a
content analysis on the personal narratives, comments, and opinions directly
from the students. Moorefield-Lang (2010) concluded that there were both
positive and negative relationships between the students’ arts education classes
and the students’ motivation and self-efficacy. In this study, students believed
that being enrolled in art classes helped develop their self-efficacy and gave
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them the drive to do better academically in all of their classes (Moorefield-Lang,
2010). When students were enrolled in art classes, the students were more
engaged and interested in the arts because they were able to learn content from
other disciplines through the arts (Moorefield-Lang, 2010).
In art education with creative learning principles, students explore
experimentation and divergent thinking through project-based learning. Research
by Puente-Diaz and Cavazos-Arroyo (2017) examined the relationship between
student creative self-efficacy with schoolwork and divergent thinking. The study
found a positive correlation with intrinsic and extrinsic motivation and creative
self-efficacy. However, the study did not find a relationship between creative selfefficacy and divergent thinking when students completed schoolwork. Divergent
thinking is cultivated and stimulated when students are enrolled in art classes
(Puente-Díaz & Cavazos-Arroyo, 2017). Puente-Diaz and Cavazos-Arroyo
(2017) used questionnaires with students in a classroom setting during class
time.
The questionnaire was given to the same group of students at the
beginning of the study and the end of the study (Puente-Díaz & Cavazos-Arroyo,
2017). The questionnaire asked students to complete the following prompt as
part of the divergent thinking task: “Name all of the things you can think of that
has wheels (Puente-Diaz and Cavazos-Arroyo, 2017).” Students who were bored
and could still name more objects that had wheels at the end of the study than
they were able to name at the beginning of the study scored higher (Puente-Díaz
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& Cavazos-Arroyo, 2017). The study results showed that students with higher
creative self-efficacy maintained their level of confidence and performed higher
on the divergent thinking task than the students with lower self-efficacy even
though both groups ranked on the same levels of being bored (Puente-Díaz &
Cavazos-Arroyo, 2017).
Although not explicitly mentioned in the Puente-Diaz and Cavazos-Arroyo
(2017) study, students need opportunities to cultivate creative self-efficacy and
divergent thinking. Students need the opportunity to foster divergent thinking and
creative self-efficacy when art education integrates creative learning principles
that are part of the Ellis (2016) study. Students often do not have many
opportunities to promote divergent thinking in core studies (Puente-Díaz &
Cavazos-Arroyo, 2017) Still, students can benefit from incorporating the arts into
other classes to demonstrate divergent thinking solutions to problems (PuenteDíaz & Cavazos-Arroyo, 2017).
Puente-Diaz and Cavazos-Arroyo's (2017) research explores the problem
statement if students’ creative self-efficacy effects their education and divergent
thinking when students are bored. Creative self-efficacy is an individual’s belief to
produce creative outcomes (Puente-Díaz & Cavazos-Arroyo, 2017). Divergent
thinking refers to a student’s ability to generate multiple creative ideas that are
distinct from those of other students while also justifying their choices and
decision (Puente-Díaz & Cavazos-Arroyo, 2017). The research question that
Puente-Diaz and Cavazos-Arroyo (2017) uses includes, what effect does intrinsic
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and extrinsic regulation for schoolwork and boredom have on creative selfefficacy and divergent thinking? The purpose of the study is to examine if
creative self-efficacy has positive effects on student divergent thinking when
students are bored with classwork (Puente-Díaz & Cavazos-Arroyo, 2017). The
study's research design uses case studies and questionnaires to examine
students’ self-efficacy in schoolwork when students are asked to be creative in
different content areas, including art (Puente-Díaz & Cavazos-Arroyo, 2017).
Creativity is usually associated with artwork and music, but creativity can also be
applied to finding solutions in other content areas through divergent thinking
(Puente-Díaz & Cavazos-Arroyo, 2017). Puente-Diaz and Cavazos-Arroyo
(2017) explain divergent thinking as “relevant for creativity since the ability to
produce several (fluency) novel ideas (originality) is seen as an indicator of
creative potential.” The research methodology that the study uses is 156 female
and 139 male elementary students in Mexico that range from ages ten to
fourteen (Puente-Díaz & Cavazos-Arroyo, 2017). The study's significant finding is
that there is a positive correlation between intrinsic and extrinsic regulation and
creative self-efficacy (Puente-Díaz & Cavazos-Arroyo, 2017). In this study,
students’ confidence and beliefs about their creative abilities were significantly
effected by intrinsic and extrinsic regulation but that intrinsic regulation impacted
creative self-efficacy more (Puente-Díaz & Cavazos-Arroyo, 2017).
The study's limitations are that the research was conducted with students
living in Mexico and not students from California (Puente-Díaz & Cavazos-
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Arroyo, 2017). An additional limitation of the study is that the students
participated in the study for twelve-to-fifteen-minute intervals (Puente-Díaz &
Cavazos-Arroyo, 2017). The student also did not examine or record how creative
self-efficacy is developed as intrinsic and extrinsic motivation is introduced
(Puente-Díaz & Cavazos-Arroyo, 2017). Lastly, the study did not determine if
intrinsic regulation and creative self-efficacy influence each other over time
(Puente-Díaz & Cavazos-Arroyo, 2017). Recommendations for future research
would be to conduct a case study on participants that vary in age with different
socioeconomic backgrounds and more extended periods of time to study
(Puente-Díaz & Cavazos-Arroyo, 2017). Another recommendation would be to
emphasize intrinsic regulation rather than extrinsic regulation to develop student
self-efficacy (Puente-Díaz & Cavazos-Arroyo, 2017).
Due to the near elimination of art in student curriculum and the test-driven
common core curriculum in the United States, self-efficacy is typically nurtured
during the first three years of infant development (Renner, 2016). Art cultivates
and nurtures self-efficacy through the production of art beyond age three by
using creative learning processes (V. A. Ellis, 2016). Art also improves student
achievement in other disciplines by creating higher-order learning processes by
utilizing the DOK, multiple intelligences to strengthen the self-efficacy, and
divergent thinking for student achievement (Gardner, 1999; Hamblen, 1984;
Tamilselvi & Geetha, 2015). In order for the United States to be progressive,
innovative, and competitive with other emerging or developed economies,
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students should have art as part of their PK-12 curriculum to produce higher
levels of efficacy and divergent thinking (Du & Chemi, 2017; Macdonald, 2018).

Theoretical Framework
Critical Pedagogy
For students to develop the critical consciousness, students need to be
able to think critically to transform their world through critical pedagogy (Freire,
2000). Critical pedagogy is a framework that occurs when students become
critically aware of the social issues that are occurring in their community (Freire,
2000). By introducing critical pedagogy, students can potentially become aware
of the disparities that is occurring in their communities (Freire, 2000). Students in
low-income communities should be introduced to critical pedagogy to potentially
develop self-efficacy and divergent thinking. Students can use critical pedagogy
as a tool to overcome social issues in terms of socioeconomic, academic, and or
political barriers in social circumstances of hegemonic-hidden curriculum
designed by corporations, politicians, and policymakers.
Freire (2000), presented that in order to promote thought-provoking and
higher levels of learning, teaching is supposed to include dialogue. Dialogue is
reciprocal instruction from both students and teachers (Freire, 2000). Freire
(2000) advocated that teaching and learning occurred interchangeably between
teachers and students. Learning occurs when there is thought-provoking
instruction that will cause learners to reflect, make changes, and continue to
practice (Freire, 2000). Teachers’ experiences, insight, new knowledge, and
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contributions engage students in the transformation of knowledge (Freire, 2000).
The banking model is the idea that the minds of students are similar to
banks because teachers make deposits of information that they want the
students to willingly accept, memorize, and repeat (Freire, 2000). The banking
model of education served the oppressor and functioned on the assumption that
students in low-income communities did not have an existing quality education
(Freire, 2000). The banking model presumed that students in low-income
communities lacked sufficient cultural and cognitive instruction that is supposed
to be provided by schools (Freire, 2000). The banking model of education paved
the way for school tracking which attempted to place students in remedialintervention courses that were supposed to get students at the cognitive level
that was grade level appropriate (Freire, 2000). As students receive the same
predetermined knowledge from the same courses, students become victims of
the banking model (Freire, 2000). Freire (2000) concluded that in order to
reverse the banking model, higher levels of learning and creative instruction was
necessary.
Freire (2000) recognized how the Brazilian governments have identified
education as a key component in escaping poverty. In reality, the education
system has instead played a key role in the social reproduction of power and
status (Freire, 2000). Social reproduction is the process in which the social
structures of society repeat from generation to generation (Bourdieu, 1984; Marx,
1990). To bring about social change, Freire (2000), empowered students to
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critique real-life experiences and social issues to raise the critical consciousness
of the students. Freire (2000) discusses how students in schools are not taught
to use dialogue. Instead, teachers are those in schools that are reciting
hegemonic facts and ideas while students just listen and memorize (Freire,
2000). This idea of teachers as reciters and students as listeners is what occurs
on a daily basis to prepare for standardized tests. In class, there is no time for
dialogue to occur between students or teachers because of the urgency to meet
the objectives of state standards which are believed to prepare students for
standardized tests. In class, much of the information that students are receiving
is not relevant to the lives of students and students are instead expected to
engage in passive learning where students do not challenge or object to what
they are being taught (Freire, 2000). Since students are not able to engage in
dialogue, students are likely to receive fewer opportunities to continually develop
divergent thinking. If students are not encouraged to think divergently and
students expressive an alternative solution or opinion it is also likely that students
will not be able to continually develop their self-efficacy. Similar to critical
pedagogy, critical race theory uses knowledge that is interdisciplinary,
experiential, and critical to value the knowledge that students have based on
their lived experiences, race, gender, and class.
Critical Race Theory
Critical Race Theory Tenets. Critical race theory is a framework central to
identify and centralize issues of race and racism as they intersect with other
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forms of marginalization in U.S. society (Solórzano & Yosso, 2002). Critical race
theory offers a transformative solution to the subordination of students based on
race, gender, and class (Solórzano & Yosso, 2002). There are five tenets that
form the research methods, pedagogy, and perspectives of critical race theory
(Solórzano & Yosso, 2002).
The first tenet, subordination is based on centrality and intersectionality of
race and racism. The first tenet highlights how some races are oppressed and
how other races have an inherent dominance, some races are viewed as more
important, have the right to exploit people of color, and how some races are
viewed as superior to others which leads to racism (Solórzano & Yosso, 2002).
The second tenet is the challenge to dominant ideology when educational
systems objectify truth, propose color-blindness, encourage meritocracy,
promote race neutrality, and emphasize equal opportunity (Solórzano & Yosso,
2002). The third tenet, the commitment to social justice, empowers
underrepresented groups with the elimination of racism, sexism, and poverty
(Solórzano & Yosso, 2002). The fourth tenet, the centrality of experiential
knowledge, views the lived experiences of students of color as strengths that
allows students to have background knowledge of sociology, history, humanities,
and how the law applies to them (Solórzano & Yosso, 2002). The fifth tenet, the
interdisciplinary perspective, challenges history that is traditionally taught in
education through one perspective (Solórzano & Yosso, 2002). The
interdisciplinary perspective analyzes race and racism in the historical and
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contemporary context through multiple perspectives (Solórzano & Yosso, 2002).
Race and racism in the United States is based on Eurocentric
assumptions that believed that superiority and dominance were objectively
assigned to specific races (Solórzano & Yosso, 2002). Race and racism creates
the belief that some races are more superior, have an inherent dominance, and
the right to exploit people of color (Solórzano & Yosso, 2002). Racism can also
be defined as the exploitation of a group based on culture, ethnicity, mannerisms,
and color (Solórzano & Yosso, 2002). The groups of races that have been
historically exploited and oppressed are African-Americans, Latinx, Asians,
Pacific Americans, and Native Americans (Solórzano & Yosso, 2002).
Critical Race Theory in Law. Critical race theory recognizes how racism is
inherently engrained in the laws and governing system of the United States
(Seiler, 2003). Critical race theory examines how power structures predominately
benefit from and are also based on white privilege and white supremacy. Under
the equal protection clause of the 14th amendment in 1868, equal education was
granted. Even after the adoption of the equal protections clause, schools were
still segregated (Townley & Schmieder, 2010). The articles of the constitution
were written during a time when people of color were not considered as equal to
whites which led to systematic racism (Seiler, 2003). Systematic racism
continues to exist in the United States even as amendments to the constitution
have been written and rewritten (Seiler, 2003). Laws were written for the
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economic and social benefits of whites that viewed African American as property
(Seiler, 2003).
Critical Race Theory in Education. Critical race theory in education
challenges the assumption that educational institutions create equal opportunities
(Solórzano & Yosso, 2002). Critical race theory in education focuses on how the
experiences of students of color is different due to the students’ race and the
underlying issue of racism (Solórzano & Yosso, 2002). Some schools got left
behind during desegregation since there was not a consensus or uniform state
constitution, local ordinance, district policy or practice, or court interpretation
across the United States (Townley & Schmieder, 2010).
In Brown v. Board of Education of Topeka (1954), Chief Justice Warren
declared that separate schools based on race are inherently unequal (Townley &
Schmieder, 2010). In Brown v. Board of Education II (1955), the court ruled that
schools must be desegregated “with all deliberate speed” (Townley & Schmieder,
2010). Although the court ruled for schools to be desegregated there was little
guidance to set timelines for this to occur which allowed states to vary their
compliance (Townley & Schmieder, 2010). In 1968, states moved from state
neutrality to affirmative state action (Townley & Schmieder, 2010).
Critical Race Theory in Art Education. Critical race theory in art challenges
how art education can be used to confront subordination of marginalized races,
challenges dominant educational systems, establishes a commitment to social
justice to empower marginalized groups, recognizes that knowledge is based on
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the lived experiences of students, and embraces multiple perspectives
(Solórzano & Bernal, 2001; Solórzano & Yosso, 2002). A majority of the
desegregation of schools occurred in the 1970s. However, many of the low
socioeconomic communities across the United States continue to experience
inequities in education, even though education is controlled under the power of
state law (Townley & Schmieder, 2010). Many of the courts agreed that the equal
protection clause only guaranteed access to education and not equal access to
integrated schools, facilities, curriculum, extracurricular opportunities, trained
professionals, and the duration of school day or year (Townley & Schmieder,
2010). As a result, not all schools have equitable opportunities for students to
experience art as not all elementary or middle schools have art classes (Kraehe,
2017). Most students do not experience art as part of their curriculum until high
school when are is part of a requirement to graduate (Kraehe, 2017). Instead,
students of color are often the students that do not have art education available
to them due to the districts’ prioritization of preparing for high-stakes testing
(Newman & Chin, 2003).

Rethinking Art Education to Enact Critical Consciousness
Rethinking art education should be considered in order to give middle
school students more opportunities in the educational system for high-levels of
learning, divergent thinking, and self-efficacy to succeed academically despite
the academic challenges put in place by the structures of education (Chapman,
2015; Marshall, 2014). As a result of using critical race theory and critical
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pedagogy as the framework of my study, students will become critically
conscious of the education they receive when incorporating art education with
creative learning principles.
When using critical race theory as part of the framework, students will
integrate lived experiences, cultural competence, and interdisciplinary knowledge
as part of their art education that incorporates creative learning principles.
However, Ellis (2016) does not explicitly address critical race theory in her study.
Ellis (2016) does make connections of how learning through creative learning
principles incorporates students’ knowledge gained from personal and academic
lives to develop solutions to academic challenges through Rhizomatic Learning.
Rhizomatic Learning connects concepts acquired inside or outside the classroom
and applies that knowledge to a problem from any subject matter to create a
creative solution (Ellis, 2016).
In art education that uses creative learning principles that encourages
students to ask questions, thought-provoking dialogue can potentially occur when
students are critically conscious. Freire (2002) believed that dialogue must be
reciprocal between students and teachers for higher levels of cognitive learning
to occur. The dialogue that Freire (2002) mentions could potentially occur in an
art education class that uses creative learning principles. The dialogue that Freire
(2002) mentions between teachers and students for learning to occur also exists
in art education with creative learning principles as teachers work with students
to evaluate and create their work. Even though Ellis (2017) does not mention
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critical consciousness, students engage in the transformation of knowledge that
occurs in critical consciousness that Freire (2002) refers to as students plan,
design, create, reflect, and continue to improve their work.
Students will be increasingly aware of the educational inequities between
traditional art education classes and art education that includes creative learning
principles as middle school students become more critically conscious. Students
will use critical race theory to challenge the assumption that educational
institutions create equitable opportunities (Solorzano and Yosso, 2002).
Critical race theory and critical pedagogy are a part of the framework of
this study to make students conscious of the education they receive to be
empowered to enact change when students receive art education with creative
learning principles. Critical consciousness is essential for students to develop to
think critically of how art education with creative learning principles has the
potential to empower students to cultivate creative self-efficacy and divergent
thinking.
Students can become more critically conscious of their communities and
educational institutions' inequities as they are introduced to critical pedagogy and
critical race theory. Students will have the potential to overcome academic
challenges if students are critically conscious of the existing inequities and
receive art education with creative learning principles that cultivate self-efficacy
and divergent thinking.
Divergent thinking and self-efficacy developed through the arts with
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creative learning principles could potentially prepare students to overcome the
academic challenges in education and high-stakes testing. Several studies have
showed how art can impact long-term student academic achievement in multiple
disciplines (Baker, 2013; Cevik, 2018; Guyotte et al., 2015; Houtte et al., 2012;
Perignat & Katz-Buonincontro, 2018). Baker (2013) gave examples of students
being able to use multiple intelligences which led to an improvement in cognitive
development, self-efficacy, and academic achievement through the integration of
an art program. Moorefield-Lang (2010) explained how students in middle school
were able to improve their self-efficacy, motivation to come to school, student
collaboration, and academic performance in art and other disciplines as well.
Many of the reasons why some students are less engaged in schools can
be traced back to the lack of self-efficacy caused as a result of the current
hegemonic-hidden curriculum that is designed to meet the needs of corporations
(McCaslin, 2006; Schniedewind & Tanis, 2017). Instead of giving students
opportunities to have diverse learning opportunities, students in middle schools
have limited hegemonic learning opportunities (Kraehe, 2017). This limited
hegemonic learning is based on the prewritten core standards that are believed
to potentially prepare students for high-stakes testing (Kraehe, 2017). Students
are expected to learn predetermined and preselected information in class in
order to prepare students for a standardized test that is prewritten (Kraehe,
2017). Students is affluent communities have the resources available to them in
order to successfully prepare for standardized tests (Kraehe, 2017). As a result
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of receiving high scores on the standardized tests, students in affluent
communities are able to receive funding for programs such as art, engineering,
and technology giving these students an inequitable academic advantage over
students from low socioeconomic communities (Kraehe, 2017).
Inequitable Art Education as a Social Issue
Schools in more affluent communities are starting to integrate art into their
curriculum because of the benefits that art proposes for student academic
achievement, an increase in self-efficacy, and divergent thinking (CamposHolland et al., 2016; Newman & Chin, 2003; Standardized Tests, 2019). The lack
of an art education resources in low-income communities has become a social
issue since these communities do not have the same access to art as a resource
(Campos-Holland et al., 2016; Newman & Chin, 2003; Standardized Tests,
2019). Access to an art education is denied to the low-income communities
because the communities were not able to perform high on the high-stakes test
therefore, funding to these schools is denied (Campos-Holland et al., 2016;
Newman & Chin, 2003; Standardized Tests, 2019). Scores on high-stakes testing
is one of the key determinants of how schools are funded. Schools in lowerincome communities receive fewer resources to prepare for high-stakes testing
which causes these communities to receive lower scores. Instead of allocating
funding and resources to have programs such as art available in low-income
communities, politicians are often lobbied and manipulated to distribute funding
for private education, private corporations, and military spending (De Lissovoy,
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2014). Corporate interests are seeking to capitalize not only through private
management of schools, but also directly on the processes of teaching and
learning (De Lissovoy, 2014).
Teaching Critical Pedagogy Through the Arts
As a result of NCLB, equity and social issues arise with students’ access
to an art education (Kraehe, 2017). Students in more affluent communities have
art classes built into their curriculum with a budget for supplies (Kraehe, 2017). In
addition to this, students are more enthusiastic, have a background knowledge in
art, and have an existing experience creating art through project-based learning
(Kraehe, 2017). If art resources are distributed in lower socioeconomic
communities, the amount of resources are not evenly distributed (Kraehe, 2017).
For example, schools in lower socioeconomic communities have a smaller
budget to spend on art materials and students do not have the same access to
equipment, equal access to computers, or an art program at all (Kraehe, 2017).
There has recently been more research that looks at how the lack of an art
education has impacted the development of students when students that do not
have access to the same opportunities of more affluent communities, and do not
have NCLB or common core standards to meet (Smyth, 2008). The lack of an art
education needs to be viewed as a social issue. Students in low-income
communities do not have equitable access to art resources which inhibits critical
conscious to cultivate divergent thinking and self-efficacy for more opportunities
in higher education and future careers.
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Some students in affluent communities are able to flourish and attain
academic achievements. Although art education is available in lowsocioeconomic communities, some students are receiving art education for the
first time in high school to fulfill a graduation requirement. Markovich and
Rapoport (2013) studied if using critical pedagogy in art would help to empower
students from a lower socioeconomic class background to understand their
identity. Markovich and Rapoport (2013) studied eight high school immigrant
participants that came from an underprivileged socio-class background.
Markovich and Rapoport’s (2013) research occurred over a year of school, and
included participant observations, as well as interviews with eight participants.
The study showed that the participants initially rejected the implementation of
critical pedagogy and viewed art and painting with oil on a canvas as being
characteristics of “high culture” (Markovich & Rapoport, 2013). Markovich and
Rapoport (2013) concluded that ultimately critical pedagogy in art education is
more effective in providing learners with an understanding of art concepts,
developing their intrapersonal thought processes, and increasing knowledge of
their community and its needs.
The issue that occurred in the Markovich and Rapoport (2013) study was
that some of the high school students were not interested in developing solutions
to issues in their community because of the connotation that some of the
students believed art to have. Implementing art education in middle schools
becomes increasing important since students in the Markovich and Rapoport
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(2013) study already began to have a negative perspective of what art meant to
them. Students in California are only required to take art for one year as part of a
high-school requirement. It is possible that the students in the study had a
negative connotation towards art because students were receiving art later in
their education. These students in the study were not exposed to art education
earlier in their lives and also may have not received examples of how art can
positively impact the critical consciousness of their communities. If students are
only required to take art later in their education in high school, students will likely
be more resistant to incorporating art. Also, if students are receiving art for the
first time in high school, much of the class time is spent on learning the
fundamentals of art and students might have trouble making connections of how
art can be used for critical pedagogy. Art education needs to be implemented at
a lower grade level than high school so that students are already introduced to
the fundamentals of art and students are aware of the positive impact art can
have in their communities when art education is combined with critical pedagogy.
By incorporating art education and critical pedagogy in middle schools, students
will be more equipped, and more class time can be spent addressing issues of
adversity while continually cultivating divergent thinking and self-efficacy.
Obstacles to Cultivating Self-Efficacy Through the Arts
Shapiro and Hassinger (2008) found how the perceptions that students
had of themselves was important to the students’ success. Student self-esteem
was diminished when students did not perform well in math and reading
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assessments (Shapiro & Hassinger, 2008). Shapiro and Hassinger (2008) found
that it was more beneficial to student success if students received a more wellrounded educational experience. Since art promotes divergent thinking, art goes
against the epistemological knowledge and ideology reproduction often found in
education, whereas in other disciplines, an entire class is instructed to use the
same few solutions for the same problem (Apple, 1978; Elmore, 1996; Freire,
2000). Students in common core disciplines rarely get opportunities to explore
divergent thinking (Lee & Wu, 2017). Students enrolled in art classes have
demonstrated an increase in levels of self-efficacy in art (Teel, 2001). As a
requirement of art, students make multiple renditions to attain a desired outcome
(Teel, 2001). In order to achieve the desired outcome, students must take risks,
experiment, and be persistent in order to innovate (K. Robinson, 2017). In middle
schools, art-based learning is being recognized for its importance in divergent
thinking and self-efficacy (Du & Chemi, 2017; Macdonald, 2018).
High-stakes testing and test-driven curriculum have limited the
opportunities available to students to have art as part of their curriculum (Smyth,
2008). As a result of not having art, students do not have the same opportunities
for brain development. Years pass from when an infant is in the period of rapid
learning to the time a student has the opportunity to explore creatively and
continually develop self-efficacy and divergent thinking through art education
(Trevarthen, 2011). Almost immediately as a child enters school, educators
“teach to the test” (Schniedewind & Tanis, 2017). Instead of cultivating or
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nurturing a student’s drive of self-efficacy to experiment, be creative, or explore,
a student’s divergent thinking is inhibited, and brain development is stagnated
(Schniedewind & Tanis, 2017).
That opportunity to continue to learn through self-efficacy by
experimenting, failing, and revising may never come to fruition since middle
schools are not required to have an art class available due to school funding
(Smyth, 2008). In high school, art is an optional career pathway for students to
establish with their counselors which would allow students to take art for more
than one year as an elective (Granello, 1999; Oakes & Saunders, 2008;
Zalaquett & Chatters, 2012). If students do not express their interest in art,
students will not be enrolled in art classes by their counselors for more than one
year to fulfill the minimum graduation requirement (California Department of
Education, 2020; Granello, 1999; Oakes & Saunders, 2008; Zalaquett &
Chatters, 2012). If students do not receive grades that are high enough for
general core classes, then students are automatically enrolled in intermediate
math and English classes (Campos-Holland et al., 2016; Grodsky et al., 2008;
Newman & Chin, 2003; Reardon et al., 2019; Thompson, 2015).
Students are placed in intermediate math and English classes to scaffold
students’ from their current level of content knowledge to the students’ expected
level of content knowledge (Campos-Holland et al., 2016; Grodsky et al., 2008;
Newman & Chin, 2003; Reardon et al., 2019; Thompson, 2015). Extra effort is
made to get students’ knowledge back to the expected level of content
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knowledge, so that students can be placed in standard core math and English
classes, for students to perform better on high-stakes tests (Reardon et al., 2019;
Thompson, 2015). If students perform low in core classes or on high-stakes
tests, then these students will not receive the same opportunities to develop their
self-efficacy and creative learning principles through art.
Equitable Opportunities to Measure Success and Achievement
As students move through the school system, many students begin to lose
motivation (Andreasen, 2005). The loss of motivation is partly due to how
success is measured and the limited opportunities that students have to
demonstrate their opportunities (Andreasen, 2005). The most common
opportunities that students have are reduced to reading, writing, math, and
science (Andreasen, 2005). Imagination and creativity are not used to measure
success (Teel, 2001). Students need these alternative opportunities to measure
success due to the multiple intelligences that students possess (Teel, 2001). Art
can be used to appeal to all of Gardner’s Theory of Multiple Intelligences
(Gardner, 1999). Gardner (1999) proposes that individual thinking can become
more complex and richer by posing different levels of sophisticated questions
when discussing works of art. Individual thinking becomes more complex and
richer when individuals hear or observe others at a higher stage of thinking
(Gardner, 1999). By implementing art education with creative learning principles ,
each of Gardner’s multiple intelligences can be appealed to while also using art
as an alternative form to measure success and performance (Gardner, 1999).
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In order for students to continue to stay motivated, students need
opportunities to improve when failing or not comprehending a subject (Teel,
2001). Students need to receive feedback and additional opportunities to improve
upon their work (Teel, 2001). Students should have multiple opportunities to
improve upon their work instead of high-stakes testing or in-class assignments
that implement a “pass” or “fail” structure (Lipman, 2004; Teel, 2001). These
multiple opportunities allow for students to maintain their level of self-efficacy and
motivation necessary to demonstrate progress for success (Puente-Díaz &
Cavazos-Arroyo, 2017; Robinson, 2017; Teel, 2001).

Summary
Art has a role in cultivating student self-efficacy and divergent thinking
using art education with creative learning principles. As infants, children have a
natural high-level of self-efficacy as they learn, explore, and experiment in their
environments (Renner, 2016). As students enter school, students need
opportunities to continue to develop self-efficacy and divergent thinking. In early
grade levels, students are being taught to learn content that will be similar to
what students are expected to know for high-stakes testing (Campos-Holland et
al., 2016; Reardon et al., 2019; Standardized Tests, 2019). Students are not
being given opportunities to develop self-efficacy when students struggle
academically, experiment, and progress towards learning and be innovative
(Renner, 2016; H. Robinson, 2013; Trevarthen, 2011). Due to high-stakes
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testing, students are being “taught to the test” as students learn how to fail and
get behind academically (Campos-Holland et al., 2016; Reardon et al., 2019).
Educators, policy makers, and corporations have put an emphasis on
high-stakes testing to determine if students understand content at the students’
grade level and if the students are prepared for further education and careers
(Macdonald, 2018; Newman & Chin, 2003; Reardon et al., 2019). Students in
low-income communities do not have the same resources available to them as
affluent communities to prepare for high-stakes testing (Schniedewind & Tanis,
2017). As high-stakes testing begins at an early childhood, students that are
struggling in core content are identified and are enrolled in intermediate math and
English classes in addition to the students’ regular core content classes
(Reardon et al., 2019; Thompson, 2015). Intermediate math and English classes
are considered elective classes and take the place of art classes for students that
attend schools that have art classes available (Reardon et al., 2019; Thompson,
2015). Students that never had the opportunity to develop self-efficacy struggle
to persist in core content and intermediate classes (Reardon et al., 2019;
Thompson, 2015). When students have the opportunity to be enrolled in art
education class, the art curriculum has the possibility to scaffold students to
understand social issues as well as interdisciplinary core content (L. Garcia,
2017).
Students that are enrolled in art classes, have the opportunity to develop
self-efficacy as part of art education with creative learning principles. Students
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enrolled in art education with creative learning principles learn to make multiple
attempts to create an end product that the students are intentionally trying to
create which allows students to develop and maintain the students’ self-efficacy
through project-based learning (Bandura, 1977; Renner, 2016; Tamilselvi &
Geetha, 2015). Art education that includes creative learning principles is
interdisciplinary and allows students to combine concepts from different
disciplines (Burnaford, 2001; Cevik, 2018; Hass-Cohen et al., 2008; Perignat &
Katz-Buonincontro, 2018; Whitmire K & Beck J, 2010). As science, technology,
engineering, and math are researched in current and past cultures, art has
always played a key role in the development, design, and experimentation that
leads to innovation (Burnaford, 2001; Burns Gilchrist, 2016; Qian & Plucker,
2018; Renaissance, 2015; Whitmire K & Beck J, 2010). Students that are
enrolled in core content classes learn about subject matter that only has one or
few solutions (Apple, 1978). Whereas in an art class that includes higher levels of
thinking, students learn to find creative and innovative multiple solutions to
singular problems while combining concepts from different disciplines (Dewey,
1959; Hardiman, 2017; K. Robinson, 2017).
If educators, policymakers, and corporations in the U.S. are genuinely
concerned with keeping the U.S. economically globally competitive then
implementing art as part of the core curriculum should be part of that initiative
(Lipman, 2004; Newman & Chin, 2003; Wexler, 2014). If creativity is the basis of
innovation, students need to be well-rounded and think creatively to make
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connections between different content to lead to innovation through projectbased learning (Apple, 1978; Issacson, 2017). If all students are all learning the
same content in the same way, then creativity nor innovation is likely to occur
(Apple, 1978; Issacson, 2017). Educators, policymakers, and corporations need
to view art as beneficial not just to help students succeed on high-stakes tests or
to help students succeed in other disciplines. Instead art needs to be examined
as beneficial as its own core content to help students develop self-efficacy
through experimentation. Art needs to be examined as how it has historically
been used by other cultures and civilizations to lead to innovation (Burnaford,
2001; Burns Gilchrist, 2016; Cevik, 2018; Meggs, 2012; Qian & Plucker, 2018;
Renaissance, 2015; Schaff, 1891).
Art needs to be valued beyond the affective and aesthetic properties. Art
should be valued for the higher levels of learning that occurs when art education
incorporates creative learning principles. Art education with creative learning
principles are also beneficial to differentiate for multiple intelligences of visual
spatial, linguistic-verbal, interpersonal, intrapersonal, logical-mathematical,
musical, bodily-kinesthetic, and naturalistic (Baker, 2013; Tamilselvi & Geetha,
2015). The multiple forms of media including dance, media arts, music, theatre,
and visual arts have the potential to benefit students that need differentiation for
multiple intelligences (Gardner, 1999; Tamilselvi & Geetha, 2015). If the
educators, policy makers, and corporations that are responsible for developing
curriculum are genuinely concerned with innovation then these groups need to
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value art as much as the innovative cultures that view art as important as
science, technology, engineering, and math (2018 Social Progress Index, n.d.;
Pate, 2016).
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CHAPTER THREE
RESEARCH DESIGN AND METHODOLOGY

The purpose of this qualitative study was to understand the experiences of
an art teacher implementing art education with creative learning principles to
cultivate students’ creative self-efficacy and divergent thinking at one middle
school in the Inland Empire in Southern California. The importance of this study
was to identify if educators can use art education with creative learning principles
as a solution for students to cultivate self-efficacy and divergent thinking.
Cultivating students’ self-efficacy and divergent thinking has the potential to
make students in low socioeconomic communities more critically conscious to
lead to more opportunities to learn without the consequences of high-stakes
testing through Rhizomatic Learning. As students become more critically
conscious, students will become more aware of the educational inequities and
overcome academic challenges by receiving art education with creative learning
principles.
Chapter three will discuss the methodology used in this qualitative study.
The qualitative study examines the experience of an art teacher’s observations of
students who have had art education with creative learning principles and
students who have not had art as part of their general education. The study
design is then discussed, followed by a description of the setting and
autoethnography. Chapter three will also present the data collection process for
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the study. The data collected for the qualitative part of the design will examine
personal experiences of working in art education that uses creative learning
principles. The qualitative study design uses experiences during observations,
field notes, and memos to collect data as evidence of self-efficacy and divergent
thinking both before and after the students received art education that includes
creative learning principles.

Research Questions
The research questions guiding this study will be: What teaching
experiences and observations do I, as an art teacher, have in cultivating
students’ self-efficacy when incorporating art education with creative learning
principles? What teaching experiences and observations do I, as an art teacher,
have in cultivating students’ divergent thinking when incorporating art education
with creative learning principles?

Research Design
The methodology implemented was an autoethnography comprised of
using personal experiences and observations of the researcher to formulate a
perspective from an educator that incorporates creative learning principles with
art education (C. Ellis, 2004). Ellis (2004) described autoethnography as an
overlap between “art and science; it is part auto or self and part etho or culture.”
Although, autoethnographies do receive criticism and are perceived as selfindulgent and narcissistic (Coffey, 1999). Qualitative data was collected of
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different occurrences of students’ self-efficacy and divergent thinking. Qualitative
data was collected by the researcher at the beginning of the study as education
with creative learning principles was introduced. The researcher then collected
qualitative data after introducing art education with creative learning principles.
Art education that includes creative learning principles incorporates high levels of
Bloom’s Taxonomy and Webb’s Depth of Knowledge. High levels of learning
required that students design, create, and critique new work of their own and
preexisting historical artwork.
The qualitative research examined the experiences of the researcher with
students that had art education that included creative learning principles and how
the art course effected students’ self-efficacy and divergent thinking. The
qualitative data gathered from the researcher described interactions with
students that have had art as part of their middle school general education and
interactions with students that did not have art as part of their middle school
general education. The researcher collected qualitative data by comparing field
notes of how students described the impact of art education on creative of selfefficacy and divergent thinking.
Several forms of the methodology were used by the researcher to
strengthen and support the study. Pre and post observations determined what
factors have cultivated the experiences that students had with self-efficacy and
divergent thinking. The personal experiences allowed thick descriptions to be
developed and gained a perspective on how the students perceive their self-
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efficacy and divergent thinking. The personal experiences of the
autoethnography enabled the researcher the opportunity to elaborate through the
perspective of the educator. The autoethnography allowed the researcher to
code for themes and identify patterns of students’ self-efficacy and divergent
thinking that, from the students’ perspective, might not have been able to
contextualize or put into their own words.

Research Setting
The research setting was at a lower socioeconomic public middle school
in the Inland Empire, located in Southern California. The research setting is both
urban and diverse. According to the California Department of Education (2020),
25% of the families in the research setting live in poverty. Based on the same
data, 84% of the students in the district are eligible to receive free or reducedprice school meals (California Department of Education, 2020). Over 87% of the
students identify as Hispanic/Latino (California Department of Education, 2020).
A large portion of the students are English Learners, with almost 33% of the
population (California Department of Education, 2020). Nearly 60% of the
students are first-generation students to the United States (California Department
of Education, 2020). The overall population of the site is approximately 1250
students (California Department of Education, 2020). Students in the research
setting receive a general education based on the CCSS. The art class available
at the school site is optional and available at the request of the administration.
The administration decides whether an art class exists at the school site or not.
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Out of seven middle schools in the district, only four have an art class.
In the first semester of the 2016-2017 school year, two different art
teachers taught the class. Each teacher taught for approximately one-quarter of
the first semester. The art class focused mainly on basics, fundamentals, tools
and techniques. Students were required to follow along while the teacher was
demonstrating the lessons. It was expected of the students to do the same
assignments and activities while the teacher was instructing. For example, the
teacher would show the students how to draw a flower and the students will
follow along with how to draw that same flower. In the second semester of 20162017, short-term and long-term substitutes taught the class. During this time,
students watched entertainment movies or made crafts. For example, the
students would make crafts that use confetti, glitter, or “slime.” Beginning in fall
2017, I started teaching the art class at this site using the curriculum that I
developed and that I intend to use as part of this study.

Research Sample
Participant Selection
I served as the art teacher used for this autoethnographic study. I have
accumulated years of experience as an art teacher and a graphic design artist.
My experience as an art teacher will give a personal account of my interactions
with my students as they cultivate or struggle to cultivate self-efficacy and
divergent thinking. As a participant, I will describe my personal journey of working
with students and different instances of how students perform during art
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education with creative learning principles.
The students that I observed will be middle school students enrolled in the
art class and middle school students that also do not have art education as part
of their middle school general education. Students that did not have art education
as part of their general education were students enrolled in other electives. The
number of students that were observed were six students. The age of the
students varied from 11-14 years old. Class sizes ranged from 30 students to 40
students per period for four separate periods. I observed three students enrolled
in art and the other three students were enrolled in other electives. Three
students from each group were observed to allow for a meaning comparison
range between students who struggled to cultivate self-efficacy and divergent
thinking and students that fostered self-efficacy and divergent thinking.
Since art is considered an elective by the school site and district, there is
no cap for the number of students that can be added by administrators to each
class period. Students can be placed or removed throughout the study for
numerous reasons. For this reason, students that have been in the art class for
the majority of the study’s time frame had their data analyzed. Other students
that were not in the observed elective for the majority of the study did not have
their data analyzed. The students enrolled for the art class have not been
selected specifically for this study. The students for this study will not be required
to have prior knowledge or experience with art, as art is not a required core
content class. The students for this study were not required to fill out an
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application, go through an interview, or submit a grade check. Students, for all
other electives, are required to meet those expectations to be enrolled. The art
class is inclusive and can consist of reclassified English Learners, Special
Needs, Behavior Issue students, or students that have requested to be in the art
class. Students can also be placed in the art class at the request of the
administration. Students in the other elective courses have gone through the
selection process, which includes an application into the desired elective, letters
of recommendation, grade check, behavior check, and interview conducted by
the teachers who instruct the elective.
Time Frame
The time frame for the study was one week, and students will be starting
their fourth quarter. The research lasted for one week due to students’ school
schedules changing for three weeks for standardized testing. Students also
rotate from one elective to another periodically due to low academic achievement
in the students’ core classes. For example, if a student was struggling
academically in a core class, the student would be placed in an intervention core
class to support the student academically. The administration also has the
authority to rotate the students every semester for several reasons, including to
help keep students engaged, interested, and to get students exposed to as many
different electives as possible. The semester rotation mainly occurs for students
that are in the sixth and seventh grades. A small percentage of eight graders are
enrolled in the art class for a whole year by the students’ counselor,
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administrator, or request of the students’ parents. A large portion of the eighthgrade students that are enrolled in the first semester of art can be enrolled in
intervention math or English classes for extra assistance in the second semester.
At the beginning of the second semester, several students re-enroll in their
school that is closer to their home but still within the district. During the second
semester, several students move to another city, state, or country. The same
reasons apply as to why administrators might add students to the art class at the
beginning of the second semester or throughout the school year.

Research Data
Once I received institutional review board (IRB) approval to conduct the
autoethnography study, I created an outline of the projects that the students
completed during the study’s timeline. As a part of the outline, I reflected on
instances of self-efficacy and divergent thinking for each project, level of DOK,
and Bloom Taxonomy that the students used in art education with creative
learning principles. Throughout this autoethnography, I gave personal
experiences of observations that responded to the following research questions:
What teaching experiences and observations do I, as an art teacher, have in
cultivating students’ self-efficacy when incorporating art education with creative
learning principles? What teaching experiences and observations do I, as an art
teacher, have in cultivating students’ divergent thinking when incorporating art
education with creative learning principles?
As I outlined the organization of the class, I gave instances of students that
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appear to be struggling to cultivate either self-efficacy or divergent thinking and
then gave my personal account of how I addressed students that were struggling
or made changes to the class to cultivate students’ self-efficacy and divergent
thinking. I gave my experiences as a teacher as to what makes this art education
with creative learning principles class different from traditional art education
classes. Many of these stories are about how the art class's organization,
classroom management, and classroom structure cultivated students’ selfefficacy and divergent thinking. Many of these stories are about experiences I
had with students and creating a safe classroom environment that would cultivate
self-efficacy and divergent thinking. These experiences focus on the voice of the
art teacher and how this class is designed to cultivate self-efficacy and divergent
thinking.

Data Collection
Data collection for the autoethnographic study comprised of rich thick
descriptions from the researcher’s observations of students’ self-efficacy and
divergent thinking before and after students were introduced to art education with
creative learning principles. Field notes, memos, observations, and personal
experiences were coded by the researcher to determine patterns and themes.
The teacher will keep reflections from observations that are dated in the field
notes to recall experiences.
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Data Analysis
The researcher used thematic analysis in the qualitative autoethnographic
study for data analysis. Thematic analysis allowed underlying factors that impact
students’ creative self-efficacy and divergent thinking to be identified and then
examined. The researcher used coding to examine if experiences of the teacher
have changed during the duration of the study by comparing observations of
students at the beginning and end of the study. Thematic coding examined how
experiences varied from observing students that are enrolled in art classes and
students that are not enrolled in art classes. Deductive and inductive coding was
implemented by the researcher to ensure that patterns are coded (Saldaña,
2016). Deductive and inductive coding allowed the researcher to code for themes
that were not anticipated in the research to occur before the study (Saldaña,
2016).
The researcher used semiotic analysis to identify how and why students
used specific visual signs and linguistic signs (Glesne, 2016). Tracking the
students’ use of semiotic analysis with memos assisted in determining how
students have cultivated characteristics of self-efficacy through the
implementation of elements of art, principles of design, and art terminology. The
researcher used field notes to assist in identifying patterns of self-efficacy and
divergent thinking during the observations. While observing students, patterns
were determined based on the interactions with students. These field notes will
allow readers to have insight of how art education has impacted students through
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the researcher’s perspective.

Validity and Trustworthiness
The strategies that were used to enhance trustworthiness include
crystallization, thick descriptions, prolonged engagement, member checking,
peer review, an audit trail, and clarification of the researcher’s bias (Glesne,
2016). Thick descriptions were used to accurately depict participants and the
ideas that the individuals observed would like to convey. Prolonged engagement
allowed to understand the language and culture of the participants fully.
Prolonged engagement created rapport with the participants. Prolonged
engagement increased the probability for the students to trust the researcher to
give the researcher genuine observations. Member checking allowed the
participants to review the study to ensure that the participants can change or
modify any information that they might have shared (Glesne, 2016). The
researcher provided their subjectivity statement to be transparent with any biases
that the researcher holds as the instructor that will be conducting the study. The
research was peer-reviewed to allow other professionals to offer feedback and
accuracy. The audit trail will allow for information to be confirmed and
documentation checked for accuracy. The researcher will use triangulation to
collect data from multiple sources to objectively understand and interpret the
study's findings (Creswell & Guetterman, 2019).
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Positionality of the Researcher
I have included a subjectivity statement for the sake of transparency and
to enhance the trustworthiness of this study. I am both the art teacher and
researcher for the art class that the students were enrolled in for the study.
Building rapport with participants was part of the qualitative research process
that I implemented. I built rapport with two groups of students, including groups of
students that have had an art education and students that have not had an art
education. After building relationships with the students, I took the data that I
gathered and analyzed the data for the effects that art education with creative
learning principles students’ self-efficacy and divergent thinking.
I am a Hispanic working-class male. I am an art teacher that has worked
with various age groups from diverse backgrounds. I have worked with students
in K-16 public education. I have also been involved with separate art programs
that work with incarcerated adults, senior adults, and adult special needs therapy
in the form of art. Since I was young, I have always been interested in art. The
time that I had to make art allowed me to experiment and be creative. I did not
grow up in a wealthy or middle-class family, but I was able to make do with what I
had, which allowed me to be resourceful and have an imagination. I went on to
get a bachelor’s degree in graphic design and marketing, minor in web design,
master’s in graphic design, and teaching credential in art.
I believe that art can help students who have not received opportunities to
cultivate self-efficacy and divergent thinking if students receive art education with
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creative learning principles. I believe that self-efficacy and divergent thinking can
be transferred from art education to multiple disciplines. I believe that art takes
time, patience, and honesty. This time, patience, and honesty can then help
students to be persistent, determined, and motivated despite the student’s
socioeconomic background.
Art teaches students to think creatively and to think as an individual. In
other disciplines, there is often one pathway to get to one solution. Art teaches
students to think of multiple pathways to either get to the same solution or a new
innovative solution. I believe that as educators introduce art education to
students, students learn to take risks and are persistent in achieving their desired
outcomes. As students think differently through art, students will be able to
differentiate themselves from the same knowledge learned through math,
science, history, and English classes.
My understanding of systems of oppression is that students in poor
communities of color do not often have the same resources or opportunities as
students from more affluent communities (Giroux, 1984). The hidden curriculum,
which is what is deemed by society as knowledge, and high-stakes testing are
responsible for the opportunities that communities in poor communities
have (Apple, 1978; Freire, 2000; Shapiro & Hassinger, 2008). In more affluent
communities, school systems require students to take visual and performing arts.
Due to the state for allocating school funding dependent on high-stakes testing in
low socioeconomic communities, visual and performing arts is optional or not
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available for students until the students enter secondary education in California
(Lee & Wu, 2017; Macdonald, 2018; Smyth, 2008; Wexler, 2014). I believe that
students should be introduced to art education at a younger age and available
throughout the students’ general education.
I grew up and continue to live in a similar socioeconomic background as
the students that were observed. The diversity of the students in the school for
this study is similar to the schools that I attended. The teachers and staff are
more diverse at the school site where the study will be conducted than the
teachers and staff that I had when I was attending K-12 education. I believe that I
will find in this study that students will be able to experience self-efficacy and
divergent thinking as a result of receiving art education with creative learning
principles. I hope that as a result of this study, students will be able to use the
same self-efficacy and divergent thinking learned in art and transfer that selfefficacy and divergent thinking to other disciplines to be successful academically
and in their future careers.

Summary
This chapter outlined the research methods used to identify the effects of
art on the self-efficacy and divergent thinking of middle school students in the
Inland Empire located in Southern California. The purpose of this
autoethnographic qualitative study was to understand the experiences of an art
teacher implementing art education with creative learning principles to cultivate
students’ creative self-efficacy and divergent thinking at one middle school in the
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Inland Empire located in Southern California. Chapter three gave the rationale for
the developed research questions, design of the study, the participants selected,
and the procedures used for data collection and data analysis. Chapter three
concluded with the validity and trustworthiness used to collect the data in the
study. The significance of the study was to collect data based on the researcher’s
observations to determine what effects art education with creative learning
principles has on students’ self-efficacy and divergent thinking. Chapter four will
present the data and findings of the qualitative study.
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CHAPTER FOUR
RESULTS

The purpose of this study was to understand the experiences of an art
teacher implementing art education with creative learning principles to cultivate
students’ creative self-efficacy and divergent thinking at one middle school in the
Inland Empire located in Southern California. The organization of this chapter
contains my experiences and observations as an art teacher cultivating selfefficacy and divergent thinking through art education with creative learning
principles. The purpose of applying critical race theory and critical pedagogy as
the framework of my study is that students will become critically conscious of the
education they receive when incorporating art education with creative learning
principles.
Critical race theory allowed students to use lived experiences, cultural
competence, and interdisciplinary knowledge as part of their art education that
includes creative learning principles. Although Ellis (2016) does not mention
critical race theory in her study, Ellis (2016) does make connections of how
learning through creative learning principles embraces students’ knowledge
gained from personal and academic lives to develop solutions through
Rhizomatic Learning. Rhizomatic Learning connects concepts learned inside or
outside of school and can be applied to a problem from any subject matter to
create a creative solution (Ellis, 2016).
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For higher levels of cognitive learning to occur, Freire (2002) believed that
dialogue must be reciprocal between students and teachers. The dialogue that
Freire (2002) mentions occurred in my art education class that incorporates
creative learning principles. As students planned, designed, created, reflected,
and continued to improve their work, students were able to engage in the
transformation of knowledge through critical consciousness and dialogue that
occurs in critical pedagogy. The dialogue that Freire (2002) mentions between
teachers and students for learning to occur was present in art education with
creative learning principles as I worked with students to assist in evaluating and
creating their work.
The results of the critical race theory and critical pedagogy study answer
the following research questions:
Question One: What teaching experiences and observations do I, as an
art teacher, have in cultivating students’ self-efficacy when incorporating art
education with creative learning principles?
Questions Two: What teaching experiences and observations do I, as an
art teacher, have in cultivating students’ divergent thinking when incorporating art
education with creative learning principles?
The observations and experiences are contextualized as critical race
theory and critical pedagogy examples.
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Results of the Study
The analysis for the autoethnographic study comprised of rich, thick
descriptions from the researcher’s observations of students’ self-efficacy and
divergent thinking. I coded journals, field notes, memos, observations, and
personal experiences to determine patterns and central themes that established
the autoethnography, including teaching strategies, classroom organization,
curriculum, structure, creative learning principles, and interdisciplinary
differentiated learning.

Sample Demographics
I served as both the researcher and teacher used in this study that shared
my personal observations and experiences as an art teacher that implements art
education with creative learning principles to cultivate students' self-efficacy and
divergent thinking. The research setting was at a lower socioeconomic, public
middle school in the Inland Empire, located in Southern California. The research
setting is both urban and diverse. According to the California Department of
Education (2020), 25% of the families in the research setting live in poverty.
Based on the same data, 84% of the students in the district are eligible to receive
free or reduced-price school meals (California Department of Education, 2020).
I observed middle school students enrolled in the art class and middle
school students who also did not have art education as part of their middle
school general education. Students who did not have art education as part of
their general education were enrolled in other electives. The age of the students
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varied from 11-14 years old. Class sizes ranged from 30 to 40 students per
period for four separate periods. The number of students that I observed was ten
students. I focused my observations and experiences on one period that included
five students who chose to be enrolled in the art class and five students whose
counselors placed them in the art class.

Descriptive Data
I kept reflections in journals from observations that are dated in the field
notes to recall experiences. The study took place over a one-week timeline. I
coded my observations to examine if my experiences have changed during the
duration of the study through observations. I implemented deductive and
inductive coding to ensure that patterns are coded (Saldaña, 2016). I used
semiotic analysis to identify how and why students used specific visual and
linguistic signs (Glesne, 2016). Tracking the students’ use of semiotic analysis
with memos assisted in determining how students have cultivated characteristics
of self-efficacy and divergent thinking through art education.
I used field notes to assist in identifying patterns of self-efficacy and
divergent thinking during the observations. While observing students, patterns
were determined based on my interactions with students. These field notes will
allow readers to have insight into how art education has impacted students
through my perspective as a teacher.
I documented the number of observations of students’ cultivating divergent
thinking based on a grading rubric developed by Ellis (2016) (See Appendix A). I
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placed the students’ artwork on a grading rubric based on the level of Webb’s
Depth of Knowledge (DOK) and Bloom’s Taxonomy that the students use to
create their work. Collectively, Webb’s DOK and Bloom’s Taxonomy are what the
Creative Learning Principles consist of (V. A. Ellis, 2016).
I evaluated the students’ work based on Creative Learning Principles. I
identified the students’ divergent thinking levels by placing the assignment on a
grading rubric that they have completed according to the different levels of
Webb’s DOK and Bloom’s Taxonomy. After the students completed their
assignments, I assessed their divergent thinking based on the grading rubric. I
evaluated self-efficacy as students attaining scores in the "Advanced+" and
"Advanced" columns of the rubric. Self-efficacy was evaluated by the number of
renditions that a student completed or attempted to attain confidence and
competence, which was demonstrated by achieving scores in the Advanced+
and Advanced columns. Students demonstrated self-efficacy if they scored lower
on the rubric and attempted to raise their scores.
I evaluated divergent thinking by the "Creativity/Design" row of the rubric.
Based on the rubric, an "Advanced+" level of divergent thinking was evaluated
when the student demonstrated that "the project is completed well and detailed.
Met constraints and designed dimensions correctly. Materials are creative and
are appropriately used. Evidence of personal interpretation and creative
expression." An "Emerging" low level of divergent thinking was evaluated and
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demonstrated when the student "attempted the project," "the design is
incomplete," or "the project looks like the example given."

Autoethnography
For the organization of this autoethnography, I will go over the context and
structure of the classroom. I will begin with how I chose to teach art education in
middle school instead of high school. I will then outline the teaching strategies I
implemented to cultivate self-efficacy and divergent thinking. As a part of the
outline, I will reflect on instances of self-efficacy and divergent thinking, level of
DOK, and bloom taxonomy that students cultivate in art education with creative
learning principles.
Throughout this autoethnography, I will give personal experiences and
observations of students and how art education with creative learning principles
cultivates self-efficacy and divergent thinking. There were instances where
students experienced self-efficacy and divergent thinking during the same
project. For this reason, I will present self-efficacy and divergent thinking as
themes under the projects that students completed in class. To be unbiased, I
will also give instances of students that appear to be struggling to cultivate either
self-efficacy or divergent thinking and then give my personal account of how I
addressed it or made changes to the classroom structure to cultivate students’
self-efficacy and divergent thinking.
I will give my experiences as a teacher as to what makes this art education
class different from traditional art education classes. I will explain how cultivating
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students’ self-efficacy, and divergent thinking was part of almost every decision I
made when developing this class. These stories will be about how art cultivates
students’ self-efficacy and divergent thinking to help develop, organize, manage,
and structure the classroom. Many of these stories will be about experiences with
students and creating a classroom environment that would cultivate self-efficacy
and divergent thinking.
Why Middle School?
What made me want to begin teaching at the middle school level once I
received my teaching credential was my experience during my “student teaching”
at a high school in the Inland Empire. Many of the students at the high school
level were already unenthusiastic about the projects that they were being asked
to complete. This could be for several reasons; either the students thought the
projects were irrelevant, or the projects that the students were being asked to
complete were mundane since the students were concentrating on fundamentals,
basics, tools, and techniques. What stood out to me most was that students were
not comfortable making mistakes, so students had trouble experimenting or
developing original artwork. Some students would do the bare minimum or not do
a project because they thought it was too hard. I observed students being
introduced to art for the first time in K-12 education, so they perceived art as hard
because they were not accustomed to art from an early age.
I thought about my own experiences during high school and middle
school. I tried thinking of what age students are when they no longer become
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enthusiastic, curious, or motivated. In other words, at what age are students
when learning no longer becomes fun. I did substitute teaching at various
elementary schools. Even while I was only at some of these schools for a day,
students were enthusiastic about learning core subjects like English, math, and
science. I was also a visiting art teacher at an elementary school in Greater Los
Angeles. During that time, I worked with students to create a book that students
illustrated and wrote to deal with social issues relevant to the students. The issue
that students chose was bullying. In a similar experience, I was a visiting teacher
at an elementary school in the Inland Empire. I worked with a class of students to
design individual shirts illustrated based on a social issue they reflected on and
identified in their communities. Although I did give students prompts to expand on
thoughts and ideas, the students used both their imagination and real-life
experiences to create a book and shirts that the students created and exhibited
during separate showcases that were open to the community and the students’
families.
Based on my experiences, students were less likely to be enthusiastic or
curious about learning by the time students were in high school. Students in high
school were less likely to ask questions if they did not understand a lesson, and
as a result, students would not ask for help. This experience was the opposite of
what I observed working in elementary schools. I narrowed down the timeframe
of students' decline in enthusiasm for learning between the end of elementary
school and middle school. This age group is also when students begin to be
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categorized, labeled, and tracked academically. The student grouping occurs for
numerous reasons, whether by their teachers, counselors, or the standardized
testing that the California Department requires schools of Education to facilitate.
By cultivating self-efficacy and divergent thinking, students will be comfortable
making mistakes and asking questions when they need help. Middle school is a
pivotal moment in developing students’ self-efficacy and divergent thinking, which
will be an instrumental time to focus on this group of students (Eagleman, 2019).

Teaching Strategies and Organization
Much of the organization from the class that I observed for my study was
similar to what I developed during distance learning. When developing the
classroom organization, I was as empathetic as possible whenever I gave
students a project. If I assigned a project for a student, I would make sure to
have supplies for the students to do the projects in class. I should not expect
each parent to go out to purchase supplies. I cannot assume that a parent or
guardian will be with the students at home to help them with their projects. I
cannot assume that the parents or guardians are familiar enough with the
projects I give students to help the students. I cannot expect parents and
guardians to know and teach students what I am doing in class.
As a part of my teaching practice, if I cannot teach the students what they
need to know during class and I have to give them homework, I feel that I am
doing something wrong with how I am teaching students. Calling the
assignments “projects” is part of my teaching strategy. I would scaffold students
120

with smaller projects to ensure that students attained fundamental knowledge of
the tools and techniques we would use. I consider the final projects as the
culminating summative assessments for the students. Students should be able to
use everything that I teach for the class in the projects that they are completing.
I understand that some teachers give homework to give students
additional practice. In my experience as a teacher, if students are not receiving
the support they need at home, then homework becomes an academic burden. If
homework is its separate academic category in grades and students are not
receiving the aid at home, they are more likely to fail academically. I am flexible
when it comes to due dates for projects but stern in my expectations of students
as a student shows me progress. I repeatedly tell the students, “I can only grade
what you turn in.” Meaning, that if the students do not turn in a project, I cannot
give them a grade or even partial credit.
I also make clear to the students that I do not give homework, quizzes,
and tests because students are showing me that they know the content by
completing the projects. Each project is purposeful, relevant, and will help the
students with the next project. If a student does not complete a project, they
cannot move on to the next project. I tell the students that moving on to the next
project appears to be “harder” than it should be if they skip a project.
I often tell the students that “you can take your time but don’t waste your
time.” I identify “taking time” when students are dedicated to completing a project,
continue to put effort towards a project, use class time efficiently, and make
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progress daily. “Wasting time” would be waiting close to the due date to begin a
project, and most of the class time is wasted.

Curriculum and Structure
I design the lessons that students complete to prepare students with the
knowledge and education that students need for higher education and future
career. When I give students a lesson, I think about making lessons relevant to
students, keeping students engaged, and giving them the flexibility to apply the
lesson to their interests. When I think of making a lesson relevant to students, I
think about how students can use what they are learning and apply that
knowledge long-term and interdisciplinary for other classes.
I ensure that my curriculum is according to the California State Standards
and Career Technical Education (CTE) standards. The CTE standards are
designed to serve as a training program for students to have career pathway
experiences during their education to give students hands-on experience to
transition into the workforce. I teach students how to operate the equipment and
software to prepare them by the time they graduate from high school to apply for
animatronics, arts, media, and entertainment job.
Technology Learning Curve (Self-Efficacy)
This is the first full year students have had in-person instruction since
returning from hybrid and distance learning due to the COVID-19 pandemic.
Students were nervous and excited about my class and the new equipment,
software, and hardware they would use for their projects.
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Similar to inequitable access to art education, these students have had
inequitable access to technology. Distance learning was the first time many
students worked on a laptop. Even though we had a full academic year with
distance learning and the students have had their individual computers, students
were still familiarizing themselves with the computers, user interface, and
program commands. Like many other future careers, students are expected to be
familiar with operating different technologies and computer software for careers
in the arts, media, and entertainment. For most students, the closest that these
students have got to technology before distance learning is playing on gaming
consoles and mobile phones.
Students would tell me how they do not regularly use their laptops in their
other classes during my research. I noticed that students were still having trouble
knowing the difference between a “right-click” and “left-click” or being able to
create a “new folder,” or how to navigate to where the students have saved their
files.
Before we transitioned to online learning due to the pandemic, I
recognized the need for differentiated learning and more technology in the
classroom, so I started to create videos that students could follow along with on
the few desktop computers that we had in class. If students took up the desktop
computers, I would let them use my work laptop, which they could use at their
desks. When the students transitioned to distance learning, they received
individual laptops that they could take to each class with them and take home
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and bring to school each day. I continue to record videos for students, although it
still comes with some struggles.
Differentiation (Self-Efficacy and Divergent Thinking)
I used multiple forms of instruction to make lessons and instruction more
accessible to students. I created lesson instructions available in different ways,
including written, prerecorded videos and step-by-step instructions that I give
during class. By accommodating students as much as possible by writing out the
instructions and creating the videos, I provide students with as many
opportunities as possible to learn the content so that they are comfortable
learning. As students received lessons in a way that they were comfortable
learning, they began to work independently without the need for my constant
direct instruction. Students cultivated self-efficacy when working independently or
at their tables in small groups.
Creating a class that felt tailored to the students made giving instructions
more manageable. Since my class is more diverse and inclusive, I was able to
work more with high-need students who are more likely to get left behind
academically in other inclusion classes. If I expect to receive artwork from the
students that are different and unique from each other, then I believe that I have
to be able to provide instruction to students differently. Some students might
need to hear instructions multiple times and in different ways.
By creating a safe working environment, students are more comfortable
asking questions and asking for help if they are struggling. As a result, students
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would offer to help other students, and students were even comfortable
accepting help from other students. Step-by-step instruction is ideal for students
that need more one-to-one teaching. In contrast, other students prefer to move
ahead and watch the videos that I have created to move at their own pace. I
made lessons available for students ahead of time to move beyond the project
that most of the class might be working on. I could also circle back and give
feedback on a previous project that a student has moved on from.
During this study, I made all my lessons available to the students through
video. One of the struggles students still had was following along with videos
even though I created step-by-step videos to work at their own pace. Students
struggled with me not telling them what to do, moving at their own pace, and
waiting for the teacher to move on to the next step. Another reason that I also
created videos for class management was to assist students who needed more
one-to-one instructions, were high needs, special needs, or students with
“behavior issues,” and I needed to build rapport and respect with them. As an
elective, I do not have a cap on the number of students that can be enrolled in
my class. The number of students enrolled in my class has been as high as fortyfive students in the past.
I have tried going over the same lesson, step-by-step, with the whole class
of forty-five students simultaneously, and it is not as productive or efficient as it
should be. Students also become impatient with others and students are
reluctant to ask questions because they do not want to look, in their words,
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“dumb.” Even though students have access to computers, the school district’s
internet network limits programs, websites, and software students can install. I
used the limitations set by the school district as a challenge and a constraint for
the students. I would use the constraints as an opportunity to teach students
constraints and be resourceful with the supplies and materials that I gave them.
Constraints (Self-Efficacy and Divergent Thinking)
Constraints allowed me to learn with the students and think of what
projects students could do to understand art concepts on their computers still.
Occasionally, limitations that we have can be a learning opportunity. We have
done several projects that students have constraints on, such as the supplies,
materials, or tools that students can use to produce their projects. An unlimited
amount of materials or supplies sounds ideal but having constraints is where I
have witnessed students cultivate divergent thinking. If students had everything
they needed, they would never have to stop and ponder what they could do
differently to attain their goals. When a student has some constraints, I see
students cultivate divergent thinking. A student would try to figure out how they
can still make what they are trying to do with what materials, tools, and supplies I
have given them.
For example, students were working on a project and were required to
draw out and design a pneumatic crane. The drawn-out design had to include all
or less of the supplies provided for each student. Several students used all of the
supplies, while others used less of the materials I gave them. Few designs got
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close to a final product, but their designs changed once they began building the
cranes and some students found a use for all of the supplies. When constraints,
students were less likely to give up. I assured them that they had everything they
needed to create a functioning pneumatic crane. What gave some students
confidence was seeing their peers get close to having a completed crane with the
supplies I gave them. The struggling students continued experimenting and trying
different designs by seeing their peers get close to a completed functioning
crane. Some of the students that were previously struggling were able to make
the crane function but continued to improve their design to lift objects higher with
more stability than their first design.

Creative Learning Principles (Self-Efficacy and Divergent Thinking)
The projects that I gave students required that they use prior knowledge to
move on to the project. The projects that I gave students at the beginning of the
semester were simple, requiring software and almost no equipment. As the
semester moved along, the projects became more advanced. The students used
more tools, 3D software, and equipment such as laser cutters and 3D printers.
Creative learning principles (CLP) in art education incorporate Bloom’s
Taxonomy and Webb’s Depth of Knowledge (DOK) into high levels of learning
(Ellis, 2016). Bloom’s Taxonomy and Webb’s DOK are different levels of learning
that a student performs based on the difficulty of an assignment (Ellis, 2016).
Higher levels of learning require more critical thinking, creating, planning, project-
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based learning, and analyzing (Ellis, 2016). Lower levels of learning only need
short-term recall and memorizing (Ellis, 2016).
Art education with CLP also means using lower levels of Webb’s DOK and
Bloom’s to scaffold students from simpler projects to more advanced ones. I use
the DOK questions to scaffold students and introduce them to the terminology
and technology. Students begin the quarter with Level 1 DOK questions and end
each project with Level 4 DOK prompts. The students then repeat the thought
process for the next lesson. As the quarter progressed, students began new
projects at Level 2 and Level 3 before moving on to the final project.
Although not explicitly stated, DOK and Bloom’s levels allowed students to
make successes incrementally to cultivate self-efficacy. I’ve observed students’
building their self-efficacy by starting with lower levels of DOK and Bloom’s. Once
students are competent and confident in the current level, students are free to
move on to the next level. I try not to mention what students will be doing for a
final project to not overwhelm students. I have seen students completely shut
down and not attempt a project because the goal seems unattainable. Allowing
students to move at their own pace also helps me know if there is anything that I
need to reteach and if students are taking any knowledge away from lessons
they previously received.
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Interdisciplinary (Self-Efficacy and Divergent Thinking)
Language Arts (Self-Efficacy)
We started the beginning of each class for the first few weeks by writing
down the definitions for the Elements of Art and Principles of Design. Although it
sounds repetitive, students are still getting used to the organization and structure
of the class. Students are also getting accustomed to navigating through the
program that we use to organize and submit projects. While I am taking
advantage of this opportunity to get to know the students’ names, students are
also incentivized with simple DOK recall questions. When I asked students to
respond to simple DOK questions, I built rapport with them and made the class
appear “easy.” The ease of these tasks even got students to participate willingly.
The questions that I asked students would sometimes be information that
might already be common knowledge or build on students’ prior knowledge, such
as knowing what primary colors, secondary colors, or tertiary colors. I try to
“gamify” learning by putting students’ names in the computer that randomly
shuffles and calls on a student. I make learning seem like a game while also
asking questions that the students might already know to build students’ selfefficacy.
When I called students’ names randomly, I created equity in the classroom
to ensure that every student received a fair chance. The randomization of how I
called students’ names ensured that students were more likely to write down the
definitions so that when I called on students, they responded. Calling on students

129

randomly also allows students who may not typically hear praise to have the
opportunity when they are called on randomly. The program that I use to call on
students goes through all of the students’ names before restarting the deck of
names and reshuffling. The shuffled names remove any bias that the students
may think I have towards them.
Although the semester began with simple “recall/memorize” DOK
questions, the class moved on to higher DOK and Bloom’s tasks to create and
formulate their own opinions. One way that students do this is through written
critiques. I make sure that students are entirely fluent in art education by reading,
writing, and speaking in art. Even when I give students written critiques, students’
perspectives and interpretations are essential.
History (Self-Efficacy and Divergent Thinking)
Written critiques are made of five parts: Description, Biography, Art
Information, Analysis, Interpretation, and Judgment. I use the written critiques to
integrate art history into the lesson and allow students to be entirely fluent in art
education by reading, writing, and speaking in art.
Students have to investigate the artwork to see which element of art or
principles of design the artist of the artwork used the most. Since there is a range
of students with different strengths and assets, I give students the freedom to
choose their prompts and how they respond to the prompts. To keep students
engaged and continue making learning seem like a game, I respond in a way that
encourages students to check their work. When students are sharing their
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responses, I reply “could be,” “maybe,” “possibly.” I respond this way to students
so that students do not get embarrassed if they respond incorrectly. If students
answer incorrectly, they identify their own mistakes and fix the error themselves.
When I respond to students this way, it avoids any embarrassment and
reluctance students might have if I told them they were wrong in front of the
class. When I responded questionably to students, they were likely to continue
participating in the future.
Written critique responses are open-ended. Students can respond as long
or as short as they want as long the students answer the question. Students
were randomly called on to volunteer to share their responses during Quick
Writes, even if students were struggling or not. After I randomly call on students, I
take volunteers to share their responses. There are 30 students per class, and
students will see the artwork in 30 different ways. Each student is going to see an
artwork differently. Some students will notice color right away, while others will
notice textures. I would accept the responses if the students justified what they
saw and told me where they saw it in the artwork. Taking multiple answers allows
students to cultivate divergent thinking since we hear from various perspectives.
Getting various responses made students more likely to be correct instead of
expecting the students to know one answer. If a student can justify, explain, and
tell me why, that creates value for the students’ experience and cultivates selfefficacy.
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Math (Self-Efficacy and Divergent Thinking)
At the beginning of the study, students did not feel comfortable making
mistakes. As a teacher, I observed students’ habits, practices, interests, and
dislikes in other classes. I try to disguise subject matter like engineering, math,
and science in this course. An example of a math project I gave students is a grid
transfer. For students that would have trouble with ratios or fractions, I would
incorporate math through grid transfers. We take measurements and use a ruler
to prepare the whole project by drawing a grid on the original image and the
paper that the final drawing will be on. Without tracing, students learn how to
scale a smaller image into a larger image in a grid transfer project.
I often get one reaction that students say, “I thought this was an art
class!?” Meaning that the students didn’t expect to do math. To which I would
respond, “That’s what art IS! Art is all of those things.” Even for many of these
students, students perceive that art is only valued for its affective, aesthetic,
tools, and technique benefits. I often experienced that I have to change students'
perceptions of what art is. In doing so, I could also have a positive influence on
how students look at what they are learning in other classes. I would use art to
get students to become more comfortable and interested in a subject they could
strengthen. I would integrate those subjects for students who struggle in other
disciplines into this class. Many students struggled with using a ruler and
knowing how to take and make measurements. When I first started teaching art
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in public school, this was a surprise, but instead of embarrassing or shaming the
students, I used this as a learning opportunity.
Science (Self-Efficacy and Divergent Thinking)
Even if students do not use the art skills, techniques, or knowledge in the
future, they will at least cultivate self-efficacy and divergent thinking habits in their
future or higher education. I tried to tell the students as often as possible that art
and design are inherently science-based. The students must be willing to
experiment and see what works and what does not work to achieve their
intended outcome. Students have to learn from their mistakes and be ready to
conduct the experiment again. Part of the science habits would be developing a
quick sketch, or rough draft, of what they want to complete. Students cultivated
self-efficacy when they continually experimented with a project and saw a project
through from beginning to end. I emphasize that students reflect and use the
knowledge they gained from previous projects to complete the next culminating
project. Not only are the habits that students gain scientific, but the projects that
students complete are also science-based. Students work with motors, batteries,
electrical wires, leverage, fulcrum, anatomy, pneumatics, and atmospheric
perspective. The students even have to learn about chemistry when mixing
colors and to mix sculpting materials to make prosthetics.
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Research Questions
Question One
What teaching experiences and observations do I, as an art teacher, have
in cultivating students’ self-efficacy when incorporating art education with creative
learning principles?
Through my experience as an art teacher who uses creative learning
principles, I have seen how art education impacts students’ self-efficacy. My firsthand perspective gives others insight into how students have cultivated selfefficacy. I documented the impact that I am having as an educator on cultivating
students’ self-efficacy. I observed the effect of art education with creative
learning principles on students cultivating self-efficacy. I observed that I
cultivated self-efficacy by giving students as many opportunities as possible to
learn art education through differentiated and interdisciplinary learning.
Interdisciplinary learning is characteristic of the critical race theory tenets as lived
experiences, cultural competence, and interdisciplinary knowledge is valued.
Students made connections of learning through creative learning
principles. Students were encouraged to embrace their knowledge gained from
personal and academic lives to develop solutions through Rhizomatic Learning.
Through Rhizomatic Learning, students made connections between concepts
learned inside and outside of school and applied their knowledge to a problem
from different core disciplines.
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One of the projects that I did was have students read scripts from movies
they are familiar with. Students developed their literacy skills while reading from
the script, and the students recorded. The students also listened to themselves
when they played back their audio recordings. Students received different
responsibilities and worked with each other through unfamiliar roles. Students
take on the roles of director, audio engineer, and voice actors. Students rotate in
and out of the different roles. Some of the students who did not like the role can
take on other responsibilities with learning still being able to continue.
Students are more comfortable working in different learning environments.
Some students are excited to work together in small groups but still struggle to
get up in front of other students to read. If a group of students said that this was
too hard, I would have to reassure them that this is only challenging because it is
a new subject that they have not done before. I would also have to change
students’ perception of how they thought of projects as “hard.” I would often have
to put into perspective for students that art is not “hard” but that what they are
learning is new and different for them. By changing students' perceptions of art, I
am using art to make students critically conscious of how most have not had the
opportunity to have art throughout their education. Since kindergarten, average
students have had math, English, science, and history. They have not been in art
for as long as they have been doing the other school subjects, and that art would
take practice. This class would be a crash course since they have not had art
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before. They learned a lot about the fundamentals, principles, and techniques
quickly since this would be their first art class for many of the students.
I think of this class as a crash course. Due to the lack of funding for art
classes, it would be uncertain if the students would even have an opportunity to
take a class like this in the future. Students might also not have the class
available to them for academic reasons. Some students might be placed in
remedial classes if their grades fall below a particular range on their math or
English test scores. I also consider the art class a crash course for another
reason. Students could find out if they liked or did not like working in this industry
at a young age instead of regretting not taking the course and not having the
experience at an older age. But I believe that students would still be able to take
something away from this course. No matter what industry or line of work these
students go into in the future, students will need self-efficacy and divergent
thinking.
Question Two
What teaching experiences and observations do I, as an art teacher, have
in cultivating students’ divergent thinking when incorporating art education with
creative learning principles?
I documented my impact as an educator on cultivating students’ divergent
thinking. I observed the effect of art education with creative learning principles on
students cultivating divergent thinking. I observed that I cultivated divergent
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thinking by giving students as many opportunities as possible to learn art
education through differentiated and interdisciplinary learning.
Through art education with creative learning principles, I was able to make
students critically conscious of how the students needed to use this class as an
opportunity to cultivate divergent thinking. I emphasized that they should be able
to create artwork reflective of their personal and academic lives or through
Rhizomatic Learning.
Students received opportunities to divergently think of concepts from
different disciplines but through the art lens. By teaching art education, students
could obtain art education from different perspectives. Students were able to
make connections from other disciplines such as science, math, history, and
English. When I introduced lessons to students at the beginning of the semester,
they would occasionally comment, “I thought this was art class, not science,” or “I
thought this was art class, not math.” Even during the study, students began to
connect art education, and the perception that students had of art changed.
Occasionally, I let students see what a final project would look like. I am
always reluctant to because, in my experience, students often use the examples
that they see as a guideline. Students especially struggled with divergent thinking
when I introduced lessons using video tutorials I created. Although the video
instructions did cultivate self-efficacy, several students struggled with divergent
thinking. Students would emulate the same examples I would give in their
instructional videos. Students had trouble incorporating their interests into the
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projects. Students did not receive many opportunities in their past to make or
create a project that included their interests. Students were so used to being
given choices and selecting from those choices. Students rarely gave their
opinions or made their interests known.
Some students who excelled at common core subjects would struggle with
having open-ended instruction and having the freedom to be creative. For
example, if I demonstrated how to get started on a project and created a
bookmark in 3D software to be 3D printed, most of the students would recreate
that same bookmark except for changing the bookmark to have their name on it.
Even when I encouraged students to think of a character from a book genre or
book series with a main character, students will still create a bookmark design
close to the tutorial version. No matter how many times I said in person and the
video, “try to think of something you are interested in, design it using what you
have learned in previous lessons, and try creating it. If there is something that
you want to create but do not know how, then I could show you how.” I would tell
students, “When I create a video, I show you the bare minimum of how to
complete a project. All of your final work should be better than mine because you
had more time to complete it. Take the techniques that I am teaching you and
combine those techniques with what you are interested in.”
I would have to probe students to navigate them towards something they
are interested in to incorporate into the lesson they were currently working on.
Students were not used to being asked to incorporate their interests. Most of the
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students described this class as their first experience in years that they were
doing something creative and interested in.

Summary
The experiences and observations that I shared are fluid and go back and
forth between self-efficacy experiences and divergent thinking experiences. I did
not separately group the stories of self-efficacy and divergent thinking. Instead, I
chose to tell the experiences in order of occurrence. My experiences as an art
teacher included observations of students cultivating self-efficacy and divergent
thinking in art education. I began the chapter by telling how I chose to teach
middle school from realizing through my experiences as a teacher that middle
school was the age group where students became less enthusiastic about
learning due to low academic achievement and over-testing. Next, in chapter
four, I went through the teaching strategies, organization, and curriculum that I
have developed to create an art education class that utilizes creative learning
principles to cultivate students’ self-efficacy and divergent thinking. Creative
learning principles combine art education with high levels of DOK and Bloom’s to
give students opportunities of learning through interdisciplinary projects that
scaffold students to understand the content. As students grasped content from
other disciplines such as language arts, science, math, and history, students
cultivated self-efficacy and divergent thinking.
The reflections documented in my journals, memos, and notes helped me
understand how I can cultivate students' self-efficacy and divergent thinking. As I
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reflected in my journals and memos, reflexivity became a reoccurring theme of
how I teach and my expectation of my students. When I observed my students, I
tried putting myself in their place to understand what my students need to
succeed, take what they learn from my class, and apply it to other classes to
cultivate self-efficacy and divergent thinking.
As a teacher, I observed what my students struggled with, their
challenges, and their successes. I then reflected on whether students were
struggling with what was in my control as a teacher and whether I could adapt
and differentiate my lessons to help students cultivate self-efficacy and divergent
thinking. If a student was not successful, was it because of how I taught, and if it
was, I realized that I needed to adapt lessons to accommodate students. As a
result of this study, I hope that other educators’ perspectives are valued as
research. This autoethnography offers insight through the lens of an art teacher
through rigorous reflexivity. As an art teacher, I analyzed different emerging
classroom struggles to understand what connecting with students through art
education means and how art education cultivates self-efficacy and divergent
thinking.
Critical race theory allowed students to use lived experiences, cultural
competence, and interdisciplinary knowledge as part of their art education that
includes creative learning principles. As students were able to use their lived
experiences and interests for their artwork, students' self-efficacy and divergent
thinking were cultivated when students created artwork that was unique to their
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lives. Although students did struggle with divergent thinking, they cultivated selfefficacy since the students were critically conscious that they were making
artwork that was relevant to their personal interests. Thought-provoking dialogue
occurred when students were critically conscious when students asked me
questions. The transformation of knowledge occurred as students became
critically conscious as students planned, designed, created, reflected, and
continued to improve their artwork.
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CHAPTER FIVE
RECOMMENDATIONS AND CONCLUSIONS

Introduction
This study used a qualitative research model approach. I collected data for
this autoethnographic study using rich, thick descriptions from my experiences as
an art teacher, observing students cultivating self-efficacy and divergent thinking
through art education that implements creative learning principles. I coded data
from my field notes, memos, and journals from personal observations and
experiences. This autoethnography allowed me to give insight into how I, as an
art teacher, used art education to be reflexive and understand the academic
needs of students to cultivate self-efficacy and divergent thinking. The goal of this
study is that educational leaders use the findings to create opportunities to
cultivate self-efficacy and divergent thinking by introducing art education with
creative learning principles at earlier grade levels.

Problem
The problem addressed in this study is the lack of opportunities for
students to cultivate self-efficacy and divergent thinking through traditional art
education in the PK-12 curriculum (Kraehe, 2017). Due to high-stakes testing,
the United States has nearly eliminated art education to focus on test preparation
(Wexler, 2014). Art education that includes creative learning principles
incorporates high levels of Bloom’s Taxonomy and Webb’s Depth of Knowledge.
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High levels of learning required that students design, create, and critique new
work of their own and preexisting historical artwork. Self-efficacy is a student’s
ability to cultivate confidence and competence in their ability to achieve the
desired outcome even when mistakes and failure occur (Bandura, 2012). Selfefficacy is essential when students are learning academic content for the first
time, and students might not initially grasp the content in other school disciplines
(Collins, 2016). When students are learning the same content through general
education, students need opportunities for divergent thinking to think and learn
differently from one another (Puente-Díaz & Cavazos-Arroyo, 2017).

Purpose
The purpose of this autoethnographic study was to understand the
experiences of an art teacher implementing art education with creative learning
principles to cultivate students’ creative self-efficacy and divergent thinking at
one middle school in the Inland Empire located in Southern California. In this
chapter, I will review and make connections between the key findings of this
study and the theoretical framework of critical pedagogy and critical race theory.
Based on the findings of this study, chapter five also gives recommendations for
educational leaders, next steps, recommendations for future research, limitations
of the study, and conclusions.
The following research questions guided the study:
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Research Question One: What teaching experiences and observations do
I, as an art teacher, have in cultivating students’ self-efficacy when incorporating
art education with creative learning principles?
Research Questions Two: What teaching experiences and observations
do I, as an art teacher, have in cultivating students’ divergent thinking when
incorporating art education with creative learning principles?

Research Design and Methods
The design of the study was a qualitative autoethnography of myself as an
art teacher who uses creative learning principles in art education to cultivate selfefficacy and divergent thinking. The researcher chose a qualitative study
because it offers a first-person perspective from my experiences as an art
teacher in a middle school located in the Inland Empire in Southern California. To
accomplish this, I made observations over a week’s timeline to determine the
effects of art education with creative learning principles on students’ self-efficacy
and divergent thinking. I took field notes and memos during the duration of the
study to collect observational data and evidence of students cultivating selfefficacy and divergent thinking.
As the researcher, I implemented deductive and inductive coding to ensure
that patterns were coded and to allow myself to code for themes that were not
anticipated (Saldaña, 2016). I used coding to examine if my experiences as a
teacher changed during the study by comparing observations of students at the
beginning and end of the study. I used thematic coding to examine how my
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experiences as a teacher varied from observing students placed in my art class
and students who chose to be enrolled in my class.
As the researcher, I used semiotic analysis to identify how and why
students used specific visual signs and linguistic signs (Glesne, 2016). I used
memos to track the students’ use of semiotic analysis through the students’ use
of art terminology to determine how students cultivated characteristics of selfefficacy. The researcher used field notes to assist in identifying patterns of selfefficacy and divergent thinking during the observations. While observing
students, I determined patterns based on my interactions with students. These
field notes will allow readers to have insight into how art education has impacted
students through the researcher’s perspective.

Findings
Through my experience as an art teacher who uses creative learning
principles, I observed how art education impacts students’ self-efficacy. My firsthand perspective gives others insight into how students have cultivated selfefficacy. I documented the impact that I am having as an educator on cultivating
students’ self-efficacy. I observed the effect of art education with creative
learning principles on students cultivating self-efficacy. I observed that I
cultivated self-efficacy by giving students as many opportunities as possible to
learn art education through differentiated and interdisciplinary learning.
Interdisciplinary learning is characteristic of the critical race theory tenets as lived
experiences, cultural competence, and interdisciplinary knowledge is valued.
145

As a key finding in this study, the strategies that cultivated self-efficacy
were differentiated and interdisciplinary learning in art education that used
creative learning principles. Students became more critically conscious of their
education when creative learning principles were incorporated. Using critical race
theory as the framework allowed students to use lived experiences, cultural
competence, and interdisciplinary knowledge for the projects that they
completed. Creative learning principles embraced students’ knowledge gained
from their personal and academic lives through Rhizomatic Learning. Students
gained knowledge through Rhizomatic Learning from the students’ personal and
academic lives to cultivate self-efficacy and divergent thinking. As students were
able to incorporate their personal interests and lives into their projects, they were
more invested in the projects they created, allowing them to cultivate self-efficacy
and divergent thinking.
Rhizomatic learning makes knowledge interconnected and not
compartmentalized into different classes. I was able to create “buy-in” faster for
the students that were only interested in art and design and not initially interested
in core subjects. With some challenges, I was able to spark the interest of
students that started class interested in math, science, history, or English. I used
other disciplines to scaffold students by incorporating creative learning principles
through art education. These students were more likely to complete a project
than when I created the same lesson without differentiated learning and working
with the whole class on the same project at the same time.
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As middles school students became more critically conscious, the
students were more aware of the educational inequities in traditional art
education classes and art education that includes creative learning principles. As
part of the framework, critical race theory allowed students to challenge the
assumption that educational institutions create equitable opportunities (Solorzano
and Yosso, 2002).
Students need to be aware of the education they receive to be
empowered to enact change which is why art education with creative learning
principles, critical race theory, and critical pedagogy are part of the
conceptualization of this study. Critical consciousness is important for students to
develop to think critically about how art education with creative learning principles
can empower students to cultivate creative self-efficacy and divergent thinking.
As students were introduced to critical pedagogy and critical race theory,
they became more aware of the inequities in their communities and educational
institutions. If students are critically conscious of the inequities that exist,
students will have the potential to continue to overcome academic challenges if
students remain in art education with creative learning principles that cultivate
self-efficacy and divergent thinking.
When I used differentiated learning, students had a choice to use the type
of instruction they preferred. If the student liked reading, they would use the
written-out instructions. If a student preferred hearing the instructions, I went over
the instructions at the beginning of each new project. If a student needed more
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time, worked at a different pace, needed repetition, and needed to hear the
instructions multiple times, then the student would use my video instructions. If a
student needed more one-on-one instruction, I made myself available and
engaged in dialogue.
One of the projects that I did was have students read scripts from
movies they are familiar with. Students developed their literacy skills
while reading from the script, and the students recorded. The
students also listened to themselves when they played back their
audio

recordings.

Students

are

also

receiving

different

responsibilities and work with each other through unfamiliar roles.
Students take on the roles of director, audio engineer, and voice
actors. Students rotated in and out of the different roles. Some of the
students who did not like the role can take on other responsibilities
with learning still being able to continue.

Some students are excited to work together in small groups but still
struggle to get up in front of other students to read. If a group of
students said that this was too hard, I would have to reassure them
that this is only challenging because it is a new subject that they have
not done before. I would have to make students critically conscious
of the lack of opportunities they had previously in their education to
experience art education. I would also have to change students’
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perception of how they thought of projects as “hard.” I would often
have to put into perspective for students that art is not “hard” but that
what they are learning is new and different for them. Since
kindergarten, average students have had math, English, science,
and history. They have not been creating art for as long as they have
been doing the other school subjects, and that art would take practice
(Teacher, electronic journal).
Students would emulate the same examples I would give in their
instructional videos. Although the video instructions did cultivate self-efficacy,
several students struggled with divergent thinking. Students had trouble
incorporating their interests into the projects. Some students who excelled at
common core subjects struggled with having open-ended instruction and having
the freedom to be creative.
I documented my impact as an educator on cultivating students’
divergent thinking. I observed the effect of art education with creative
learning principles on students cultivating divergent thinking. I
observed that I cultivated divergent thinking by giving students as
many opportunities as possible to learn art education through
differentiated and interdisciplinary learning.

Through art education with creative learning principles, I was able to
make students critically conscious of how the students needed to use
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this class as an opportunity to cultivate divergent thinking. I
emphasized that they should be able to create artwork reflective of
their personal and academic lives or through Rhizomatic Learning.

Students received opportunities to divergently think of concepts from
different disciplines but through the art lens. By teaching art
education, students could obtain art education from different
perspectives. Students were able to make connections from other
disciplines such as science, math, history, and English. When I
introduced lessons to students at the beginning of the semester, they
would occasionally comment, “I thought this was art class, not
science,” or “I thought this was art class, not math.” Students began
to connect art education with other disciplines even during the study,
and the perception that students had of art changed (Teacher,
electronic journal).
Although it may seem impossible, I created opportunities to work one-toone with students using “Check-Ins.” I used “Check-Ins” as a strategy to
randomly call students up to me to show me their progress and to create
dialogue.
Thought-provoking dialogue, which often occurs when students are
critically conscious, occurred in my art education class and used creative
learning principles to encourage students to ask questions. For higher levels of
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cognitive learning to occur, Freire (2002) believed that dialogue must be
reciprocal between students and teachers. The dialogue that Freire (2002)
mentioned occurred in this art education class that uses creative learning
principles.
Even if students appeared to be on task while I paced around the room
and used proximity, I would find out if students were at a standstill when I called
them up to check on their progress. By creating dialogue during “Check-Ins,” I
would be able to probe students on what they are interested in to make the
students’ work different from their peers. Highlighting small successes along the
way in our dialogue helped students cultivate divergent thinking and self-efficacy.
I would have to probe students to navigate them towards something
they are interested in to incorporate into the lesson they were
currently working on. Students were not used to being asked to
incorporate their interests. Most of the students described this class
as their first experience in years they were doing something creative
and interested in (Teacher, electronic, journal).
When I pointed out, recognized, and reminded students of how much they
had accomplished already in the class, students’ self-efficacy became noticeable,
and they persisted in working on their projects. Students seemed to be used to
having choices given to them instead of having their interests incorporated into
the projects that they were working on. Since this was a crash course in art, I
suggest that students receive more opportunities to explore their interests.
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Students would need more opportunities to express their interests during earlier
stages of academia.
The reflections, notes, and memos were valuable to me to understand
what teaching strategies worked best for some students and which strategies did
not. The reflections allowed me to adapt lessons to meet the needs of the
students to cultivate self-efficacy and divergent thinking.
As a finding of this study, an autoethnography was the ideal method to
implement this study to cultivate students’ self-efficacy and divergent thinking.
Autoethnographies are another form of discovery for internal decision-making as
a teacher. Teachers' decisions need to be considered valid and noteworthy
because of what teachers can learn about their students’ self-efficacy and
divergent thinking from reflecting. I had to conduct an autoethnography to be
systematic in my reflection to create lessons that were effective for student
learning. Reflections in autoethnographies are valid as research because I
needed to organize a running record of conversations with students to know what
methods of learning were working for the students and what methods were not
effective.
Reflecting is similar to the description, interpretation, and judgment parts
of a written critique in art. I had to describe my observations, judge whether my
strategies were effective, and interpret students' behavior as either struggling or
cultivating self-efficacy and divergent thinking. Choosing to complete this study
as an autoethnography was necessary to cultivate students’ self-efficacy and
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divergent thinking. An autoethnography allowed me to improve and enhance my
teaching by reflecting on observation and experiences. Without having dialogue
with the students, I, as a teacher, would not have been successful at cultivating
students’ self-efficacy and divergent thinking.
This autoethnography allowed me to give insight into how I, as an art
teacher, used art education to be reflexive and understand the academic needs
of students to cultivate self-efficacy and divergent thinking. I analyzed power
relations, stereotypes, and different emerging classroom struggles and deeply
understood what connecting with other people through art education means. As a
result of this study, I hope that teachers’ experiences and observations become
more valued as resources for research.

Recommendations for Educational Leaders
Recommendations for future educational leaders would be to create
opportunities to cultivate self-efficacy and divergent thinking by introducing art
education with creative learning principles at earlier grade levels. Currently,
students are only required to take one visual and performing arts class to
graduate from high school in California.
Educational leaders need to consider creating as many opportunities as
possible for students to learn. If students can recognize their learning, then selfefficacy will be cultivated. Self-efficacy is not cultivated if students are punished
or placed in remedial classes that group other students with similar grades and
are not inclusive.
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Educational leaders need to introduce art education classes that
incorporate creative learning principles. In doing so, students grasp
interdisciplinary concepts and give students opportunities to make connections
between art education and other disciplines.
Reform in education also needs to occur with educational leaders'
perceptions of art education. Traditional art education is valued for affective
aesthetic reasons, tools, or techniques used in art. Art education with creative
learning principles uses high levels of cognitive thinking through DOK and
Bloom’s Taxonomy. When an art education curriculum incorporates creative
learning principles, that results in the cultivation of students’ self-efficacy and
divergent thinking.
Educational leaders need to consider opportunities for students to
differentiate themselves from each other through divergent thinking that is
cultivated in art education. When students enter education, they receive the
same lessons and curriculum as their peers, with few opportunities to cultivate
divergent thinking. In core classes, teachers expect the same answers from
students. All answers are objective in science and math. In history class, the
teacher gives one perspective. Except for creative writing, which may or may not
occur in their English class, art class would be one of the few opportunities
students have to cultivate self-efficacy and divergent thinking.
Teachers should consider reflecting and having dialogue with themselves.
Teachers need opportunities to externalize that inner dialogue and reflection to
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create an innovative curriculum that works for all students. Teachers have to
discover and take risks to try different strategies for student success. Teachers
cannot expect that all students will have a successful outcome from a singular
teaching strategy. As students’ divergent thinking is valued, educational leaders
should consider implementing differentiated learning.
Educational leaders should advocate art education in schools to give
students opportunities to cultivate divergent thinking. Educational leaders should
use art to give students the opportunity to use art to find multiple solutions to the
same problem to break away from the standardized curriculum that expects all
students to solve problems using the same solutions. Divergent thinking in art
education will allow students to differentiate themselves from each other and
cultivate self-efficacy by recognizing their value in their individuality.
Lastly, educational leaders should consider incorporating art education
with creative learning principles into all disciplines to create as many
opportunities as possible for students to cultivate self-efficacy and divergent
thinking.

Next Steps for Educational Reform
The next step for educational reform would be to consider the role of the
teacher as a researcher and value the experiences and observations as data
through autoethnographies. Autoethnographies need to be valued by educational
leaders for the personal experiences that offer first-hand insight for research.
Teachers will become agents of change by being able to implement an
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innovative curriculum that uses art education to cultivate students’ self-efficacy
and divergent thinking for academic achievement.
Teachers that cultivate self-efficacy and divergent thinking make up for the
fact that schools are concentrating on math and English for standardized testing.
In my teaching experience, I observed students’ self-efficacy and divergent
thinking cultivated through the interdisciplinary differentiated learning in art
education. The purpose of education is to prepare students for higher education
and future careers. If students are receiving low test scores, then the education
that students are receiving does not have the intended effect. Educational
leaders should reform education to implement what works for students. If tests
scores are not improving, then educational leaders should be able to recognize
that change to the curriculum needs to occur.
Standardized testing scores should not measure how much funding a
school receives. The fluctuation of availability for art education classes should
also not be what is at stake for low academic achievement. Students who may
not do well academically in history, science, math, or English class may lose out
on learning opportunities if they instead have art education classes that
incorporate interdisciplinary differentiated learning.
Students need more opportunities to receive opportunities to cultivate selfefficacy and divergent thinking. Educational leaders need to reform education to
include more than one art class from earlier grade levels to high school. There is
a stigma associated with traditional art education as an elective. Once
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implemented, educational leaders should not classify art classes as an elective.
Since art classes are identified as an elective, there is no cap on the number of
students that can be enrolled. In my experiences as an art teacher, I have had
classes with over forty students for each period. Like core classes, if art classes
are overcrowded, learning is challenging, leading to self-efficacy and divergent
thinking less likely to occur.

Recommendations for Future Research
A consideration for future research would be for the researcher to conduct
long-term research on students that received art education at earlier stages of
academia and compare their self-efficacy and divergent thinking to a group that
has not received art education. The researcher can include interviews with
students and how they perceive their self-efficacy and divergent thinking at the
beginning of the study and end.
The researcher can identify students’ self-efficacy based on a Likert scale
survey prompt developed by Bandura (2012). Students can receive the survey
during the first week of the study that asks students to measure their perceptions
of the students’ self-efficacy. Students will also receive the same self-efficacy
survey at the end of the study. The difference between students’ perceptions
from the beginning to the end of the study will determine students’ divergent
thinking levels.
An additional recommendation for research would be to measure divergent
thinking. The researcher can collect artifacts and document student artwork at
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the beginning and end of the study. Students can complete the same assignment
at the beginning of the research and the end of the study. After the students
complete the first assignment, students will assess their divergent thinking based
on the students’ perceptions. At the end of the research, the researcher could
ask the students to complete the same assignment and have the students
assess their divergent thinking once more.
Any artifacts collected could be used as visual data to determine if students
had developed more renders and artwork attempts before the finalized version of
the students’ artwork. The change in details from the students’ first renders to the
students’ last renders in the study and time spent exploring creative solutions
could indicate divergent thinking. A higher number of renders and changes have
been interpreted as a higher level of self-efficacy to achieve the students’
desirable goals.
The next consideration for future research would be to divide students into
two different groups. One group can serve as the control group who did not
receive art education with creative learning principles or have art as an elective.
In contrast, another group could serve as an independent variable that received
art education with creative learning principles. Students that cultivate or do not
cultivate self-efficacy and divergent thinking served as the dependent variable.
The control and independent variable groups could be students from the same
school and grade levels. The students in the control and independent variable
groups could be enrolled in similar courses such as math, science, English,
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history, and physical education. The students in the independent variable group
should be enrolled in the art class. In contrast, students in the control group could
be enrolled in alternative elective courses such as yearbook, associated student
body, and advancement via individual determination (AVID).

Limitations of Study
A limitation of the study is that the study is autoethnographic and builds on
my experiences and observations as an art teacher and may be perceived as
biased since I did not incorporate quantitative data. Another limitation of the
study is that the study uses students who have varying degrees of experience
and interest in art. Some of the students enrolled in the class have never taken
an art class or have limited previous experience with art. The study does not
require students to have had all types of visual and performing arts classes,
including dance, media arts, music, theatre, and visual arts, in the past.
An additional limitation will be that the study will not compare students
from different socioeconomic communities or districts to identify any disparities or
differences in self-efficacy and divergent thinking. Another limitation of the study
is that the students that will enter the art class come from different interest levels
and skill levels. Administration and counselors place the students that are part of
the class for several reasons. These students are not met with the same barriers,
restrictions, and parameters as other electives.
Other electives require grade checks, an application process, and
interviews conducted by the teachers of the other electives. Students are placed
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in the class for various reasons, including behavior issues in other classes,
special needs, newly enrolled at the school, placed by the administration, or the
students did not go through the application process for other electives. In the
district where this study was conducted, there is no cap on how many students
can be enrolled in a single art class because art is an elective and not a core
class. At times, enrollment of students has been over forty students per period
totaling two hundred students over five different periods throughout the day.

Conclusion
The purpose of this study was to understand the experiences of an art
teacher implementing art education with creative learning principles to cultivate
students’ creative self-efficacy and divergent thinking at one middle school in the
Inland Empire located in Southern California. The problem addressed in this
study was to reflect on teachers’ experiences of incorporating teaching strategies
that cultivate students’ self-efficacy and divergent thinking. The problem
addressed in this study was due to the lack of opportunities for students to
cultivate self-efficacy and divergent thinking through traditional art education in
the PK-12 curriculum (Kraehe, 2017). Due to high-stakes testing, the United
States has nearly eliminated art education to focus on test preparation (Wexler,
2014).
As a key finding in this study, the strategies that cultivated self-efficacy
and divergent thinking were differentiated and interdisciplinary learning when art
education incorporated creative learning principles. After incorporating art
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education lessons that were interdisciplinary and differentiated, students that
initially had challenges began to cultivate self-efficacy and divergent thinking.
Students who excelled at core disciplines did pose some challenges to cultivating
divergent thinking and self-efficacy. It was essential for me to understand each
instance before I addressed it. Depending on how I addressed each could either
deter or cultivate student self-efficacy and divergent thinking. My observation
appeared to be because these students were used to being given choices and
having objective answers instead of making independent creative decisions.
As a result of this study, educational leaders should value teachers’
perspectives as first-hand insight for research. Teachers should also be valued
as agents of change when they implement an innovative curriculum that breaks
away from the script of the traditional curriculum. It is essential to not get upset at
a student if they are struggling, not understanding, or getting behind on a project.
Each of these can occur for different reasons. The reflections were a big part of
what lessons I created to identify and meet my students’ needs. I constantly
reevaluated, added, and eliminated lessons to meet my students’ learning needs.
I continually adapted my lessons depending on whether students understood or
had trouble completing the project. As an art teacher, I analyzed different
emerging classroom struggles to understand what connecting with students
through art education means and how art education cultivates self-efficacy and
divergent thinking.
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Advanced +
Creativity
/Design

2

Advanced

1.8

Proficient +

2

Proficient

1.3

Emerging +

1

Emerging

The project is completed well
and detailed. Met constraints
and designed dimensions
correctly. Materials are
creative and are
appropriately used. Evidence
of personal interpretation
and creative expression.

Design looks like one of the
examples given. The project
is appropriate in dimensions.
Good evidence of personal
interpretation and creative
expression

The project looks exactly
like the example given. The
dimensions and constraints
were almost met. Some
evidence of personal
interpretation and creative
expression

Did not meet the
constraints or
dimensions.

Attempted
the project.
The design is
incomplete.

Did not do.

The project had an
exceptional understanding
and application of the EOA
and POD.

Very good understanding and
application of the EOA and
POD.

Basic understanding or
application of the EOA and
POD

General
understanding or
application of the
EOA and POD.

The design is
incomplete.

Did not
create.

The evidence of using
directions, following
instructions, and completed
the project step-by-step.

Very good evidence of using
directions, order of steps
followed

Good evidence of following
directions, few steps
missed or mixed up the
order

Little evidence of
following
directions, many
steps missed
and/or order
mixed up

Almost no
evidence of
following
directions,
most steps
missed
and/or order
not clear.

Did not
create.

The project was completed
neatly, clean, or has
additional intentional details.
There are no tears or folds.

There were few smudges or
additional unintentional
details. There are no fold
lines or bends

There were some smudges
or additional unintentional
details. The design has fold
lines, bends, or tears. The
background has
unintentional marks.

There were many
smudges or
additional
unintentional
details.

The design is
incomplete.

Did not do.

Excellent use of class time,
strong focus on project. The
student went beyond the
requirements to exceed
expectations.

Very good use of class time
and focus on project.

Good use of class time and
focus on project

Acceptable use of
class time, yet not
fully attentive to
project.

Not focused
on task
during class
time.

Did not
create.

20
Elements of
Art (EOA)
Principles of
Design (POD)

20
Directions

20
Craftsmanship

20
Effort

20
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